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Abstract
Chronic absenteeism is a problem that has plagued the public school system for a
number of years. The cost of missed days of school can be counted in missed work,
missed participation, and missed opportunities. The chronically absent student falls
behind his/her peers academically which may lead to grade level retention and truancy.
Truancy has been identified as one of the key indicators associated with students in
public schools who drop out of school. Truancy can also be a predictor of illegal drug use
by students (U.S. Department of Education, 2006).
Researchers have attempted to identify the various characteristics of truant or
chronically absent students. Some studies have indicated that student chronic
absenteeism may be associated with certain racial/ethnic cultures and tend to occur at
some grade levels more than others (Florida Department of Education (FDOE), 2002,
2004a, 2005a, & 2006a). Other studies indicated that socioeconomic status and
enrollment in the exceptional education program may be indicators for chronic
absenteeism (FDOE, 2004a). Still others have indicated that certain types of disciplinary
action used in the school may also indicate the level of chronic absenteeism and truancy
(Hoffman, Llagas, & Snyder, 2003).
The present research identified variables that have the greatest degree of association
with student chronic absenteeism in Florida public schools. The variables that were
identified as having the greatest association with students who were chronically absent
included students assigned to in-school suspension, out-of-school suspension, exceptional
educational programs, and who have not been promoted to the next grade. The greatest
common factor is out-of-school suspension.

Chapter 1: Introduction

Background
Chronic absenteeism is a problem that has plagued the public school system for a
number of years. The cost of missed days of school can be counted in missed work,
missed participation, and missed opportunities. The chronically absent student falls
behind his/her peers academically which may lead to grade level retention and truancy.
Truancy has been identified as one of the key indicators associated with students who
drop out of public schools. Truancy can also be a predictor of illegal drug use by students
(U.S. Department ofEducation, 2006).
Researchers have attempted to identify the various characteristics of truant or
chronically absent students. Some studies have indicated that student chronic
absenteeism may be associated with certain racial/ethnic cultures and tends to occur at
some grade levels more than others (Florida Department of Education (FDOE), 2002,
2004a, 2005a, & 2006a). Other studies indicated that socioeconomic status and
enrollment in the exceptional education program may be indicators for chronic
absenteeism (FDOE, 2004a). Still others have indicated that certain types of disciplinary
action used in the school may also indicate the level of chronic absenteeism and truancy
(Hoffman, Llagas, & Snyder, 2003).
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Schoolteachers and administrators have attempted to combat the problem of
chronic student absenteeism through rules, consequences, and programs. In spite of these
efforts, students still miss school. Externally imposed consequences for students who are
chronically absent have yielded questionable results (Blomberg, 2006). The use of
punitive consequences to address the chronic absenteeism and truancy problem have been
found to yield short-term results, but only as long as the punitive consequences are in
place (Reid, 2005).
Chronic absenteeism and truancy can be symptoms of a greater problem (FDOE,
2004a; Hoffman, et al., 2003; Ruebel, Ruebel, & O'Laughlin, 2001). This problem may
be a result of various factors associated with the students. However, before we can find
out why the students are chronically absent, there is a need to identify the students who
are most likely to become persistently absent. Once those students are identified, we can
identify the common factors that would define students who are most likely to become
chronically absent. Once the common factors have been identified we can focus our
efforts on that population of students and their unique circumstances to better address
those students' chronic absenteeism or truant behavior.

Problem Statement
Florida law requires that school districts report unexcused absences at the end of
each school year to the State Department of Education and provide data on programs or
schools that have been developed to serve students who have excessive unexcused
absences (Railsback, 2004). In 2003 the rate of public school students in Florida who
were chronically absent was 6.5% in the elementary grades, 11.6% in the middle grades,
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and 15.2% in the high school grades (FDOE, 2004a). In 1998, the juvenile courts handled
41,000 truancy petitions nationally representing a 61% increase in truancy cases in a
nine-year period (U.S. Department of Education, 2006). Truancy has been identified as
one of the key indicators associated with students dropping out of public schools (Ruebel
et al., 2001). Truancy can also be a predictor of illegal drug use by students (Hallfors,
Irtani, Cho, Khatapoush, & Saxe, 2002).
A number of studies have attempted to identify the various characteristics of
chronically absent and truant students (FDOE, 2004a, 2005b). Some studies have shown
that truant and chronically absent students can be identified by physical factors such as
grade level, racial/ethnic group, socioeconomic status, and enrollment in the exceptional
education program (FDOE, 2004a). Other studies have indicated that the type of
disciplinary action used as a deterrent might have a negative effect on the level of chronic
absenteeism and truancy (FDOE, 2005b). Depending on the research, each ofthese
factors is considered a prime indicator of chronic absenteeism or truancy. With the
various conflicting studies, it is difficult to determine which physical and disciplinary
factors have the highest association with public school absenteeism.

Purpose
The purpose of this study was to identify the risk factors that have the greatest
degree of association with chronic absenteeism of students from Florida public schools.

Research Questions
Four research questions guided this study:
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1. Can interpretable components be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended
during the 2002-2003 school year are intercorrelated and factor analyzed using
principal components analysis?
2. Can interpretable components be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended
during the 2005-2006 school year are intercorrelated and factor analyzed using
principal components analysis?
3. Can factors that are identified as having the greatest association with students who
were absent greater than or equal to 21 days for the 2002-2003 school year be
validated across time for the 2005-2006 school years by comparing the
intercorrelated and factor analyzed group data from the Florida's 67 school
districts?
4. What is the degree of association of variables that have been identified as being
associated with greater than or equal to 21 days absent?

Delimitations
The current research was delimited to student factors that have been previously
identified as relating to chronic student absenteeism that have been recorded by each of
the Florida school districts in the Florida Department of Education Data Warehouse
website. The research was also delimited to examination of the Florida students who have
attended public schools by school district, students' grade level, racial/ethnic group,
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socioeconomic status, enrollment in the exceptional education program, limited English
proficiency, disciplinary actions, and chronic absenteeism in Florida public schools.
The current research did not attempt to determine causality for students who are
chronically absent. Rather, it was limited to exploring the relationship between factors
that have been identified as relating to chronic absenteeism in the 67 Florida school
districts for the given school year.
Gender was not included as a factor because the statistical data were not
accessible during the completion of this research.

Significance of the Research
One seldom sees every assigned seat in the average classroom occupied. Students
are absent for a variety of reasons. The reasons range from a medical emergency to
students just not wanting to attend class. The end results are the same: missed work,
missed participation, and missed opportunities. It is a reality of school life that students
will not always show up for class. In New York City approximately 150,000 of the 1
million public school students are absent on a typical school day (Walls, 2003).
According to FDOE (2004a), there were 248,138 students who were absent 21 or more
days out of the total population of2,598,772 students who attended Florida's public
schools during the 2002-2003 school year. If these figures are applied nationally to the 47
million public school students, it becomes apparent that this have a huge problem
(Kleiner, Porch, & Farris, 2002).
There have been numerous attempts to address the problem of student nonattendance. There are school-based programs such as the character education curriculum,
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which targets changes in behavior such as bullying and student violence (Bulach, 2002).
Other programs include schools that have formed partnerships with the local law
enforcement organizations in an attempt to combat truancy (Dorn, 2000). Partnerships
have also been formed with the department of motor vehicles to restrict the driving
privileges of students who have chronic absences or are truant (Burke, 2005). Many
schools refer students who are truant to alternative programs (Kleiner et al., 2002).
Overall, most programs have attempted to address the symptoms of chronic absenteeism
and/or truancy.
There are numerous research studies linking absenteeism to students dropping out
of school (Center for Mental Health in Schools at UCLA, 2000; FDOE, 2005a; Gerrard,
Bruhans, & Fair, 2003; Ruebel et al., 2001). These studies hold that absenteeism and
truancy are risk factors for dropping out of school. Absenteeism and truancy are
symptoms of a much greater problem that is often manifested by students missing school.
Therefore, rather than being the primary problems, absenteeism and truancy are
indicators of other problems. Some of the problems may include poverty, family stress,
lack of connectedness, boredom, or learning difficulties. Because absenteeism itself is not
the problem, punitive interventions directed toward the student do not bring about
improved student attendance (Des Moines Public Schools, 2005).
Research in the area of poor academic performance clearly indicates that low
academic achievement correlates with chronic absenteeism, school drop out, low selfesteem, and poor employment potential (Des Moines Public Schools, 2005). Poor
performance in school either directly harms a student's self-perception, or leads the
student to disengage from academics in order to protect or maintain his or her perception
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of self-worth and value (Griffin, 2002). As students disengage, their academic
performance lags, resulting in low academic achievement which produces a vicious cycle
of further absenteeism and truant behavior. Conversely, higher academic achievement is
linked to regular school attendance, stronger connections to school and community,
increased participation in post-secondary education, and lower rates of delinquency (Des
Moines Public Schools).
Student truancy is considered a major problem, but it is not tracked separately
from students with greater than or equal to 21 days absent by the Florida Department of
Education (FDOE, 2006c ). Most research that has been conducted about Florida truancy
refers to chronic student absences as the estimation of student truancy. The current
research attempted to identify student characteristics that have the greatest association
with chronic absenteeism. The identification of characteristics of students who are
chronically absent is essential in determining the reasons behind the chronic absenteeism.

Methods
The present research was undertaken to identify the risk factors that have the
greatest association with chronic absenteeism from aggregate student data derived from
the 67 Florida public school districts. An ex-post facto quantitative research design was
employed. The design was employed to associate or relate variables to the percentage of
students who have had greater than or equal to 21 absences from school within a 180-day
school year. The identification of risk factors that have the greatest degree of association
with chronic absenteeism was accomplished in three stages. The first stage attempted to
determine if interpretable components could be identified when 2002-2003 school year
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group student data characteristics of students from each of Florida's 67 school districts
were intercorrelated and factor analyzed using principal components analysis. The second
stage attempted to determine if interpretable components could be identified when 20052006 school year aggregate data on student characteristics from each of Florida's 67
school districts were intercorrelated and factor analyzed using principal components
analysis. The third stage of this research determined whether or not factors that were
identified as having the greatest association with percentages of students who were absent
greater than or equal to 21 days for the 2002-2003 school year could be validated across
time for the 2005-2006 school years by comparing the intercorrelated and factor analyzed
group data from the Florida's 67 school districts. During all stages district student data
were used to determine the relationship among student demographics such as grade level,
racial/ethnic group, socioeconomic status, limited English proficiency, exceptional
education program, disciplinary actions, and chronic student absences in Florida public
schools.

Ethical Considerations
During all stages of this research, aggregate student data were used to determine
the relationship among student demographics such as grade level, racial/ethnic group,
socioeconomic status, limited English proficiency, enrollment in the exceptional
education program, disciplinary actions, and chronic student absences in Florida public
schools. Only district-level group data were collected, ensuring that the individual
subjects remained anonymous. The information collected did not include any information
that might identify an individual student. Therefore, potential student identifiers, such as
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the student's name, social security number, school identification number, or address,
were not included in the student data. In addition, the study was reviewed and approved
by the Institutional Review Board of the University of North Florida to ensure the
protection of all participants. The approval letter appears in Appendix A.

Definitions
For the purpose of the present research the following words and terms were defined.
Deviations from these definitions that appear in cited works will be noted as they appear
in the narrative.

Absenteeism - A period oftime less than five unexcused missed school days within a 30
day period or less than 10 unexcused days within a 90 day period (Coxe, 2000).

Alternative program - An educational program which is designated to offer variations of
traditional instructional programs and strategies for the purpose of increasing the
likelihood that students who are unmotivated or unsuccessful in traditional programs
remain in school and obtain a high school diploma or its equivalent (Katsiyannis &
Williams, 1998).

Chronic student absenteeism- Twenty-one or more absences for a student during the
regular 180-day school year (FDOE, 2004a).

Disciplinary actions - Out-of-school suspensions, in-school suspension, corporal
punishment, expulsion, and non-promotion (FDOE, 2004a).

Elementary school- Grades K-5 (FDOE, 2008a).
Exceptional education program -A program for students who have been classified as
educable mentally handicapped, trainable mentally handicapped, orthopedically impaired,
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speech impaired, language impaired, deaf/hard of hearing, visually impaired, emotionally
handicapped, specific learning disabled, gifted, hospital/homebound, profoundly mentally
handicapped, dual sensory impaired, autistic, severely emotionally disturbed, traumatic
brain injured, developmentally delayed, established conditions and other health impaired
(FDOE, 2004b).

High school- Grades 9-12 (FDOE, 2008a).
Lower socioeconomic status - Students' qualification to participate in the free/reduced
price lunch program (FDOE, 2004a).

Middle school- Grades 6-8 (FDOE, 2008a).
Physical characteristics- Students' race/ethnicity, gender, grade level, limited English
proficiency, and assignment to an exceptional education program (FDOE, 2004a).

Truancy- Five or more unexcused missed school days in a 30 day period or 10 or more
unexcused missed school days in a 90 day period (Coxe, 2000).

Organization of the Research
The current research examined the factors that have been identified as relating to
chronic student absenteeism and attempted to determine the major factors that are
associated with students in Florida public schools who are chronically absent. In this
chapter the background information, concerns about chronic absenteeism, and research
questions were presented. Terms were defined to standardize the discussion about chronic
absenteeism. Delimitations and other aspects of this research were described. The
significance of the research, methods, and organization of the research were also
included.
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The literature review, Chapter 2, includes insight and background knowledge
about the issues surrounding chronic absenteeism. The insight and background
knowledge gained from the literature review established the context for the current
research. The factors identified from the literature review that linked students with
chronic absenteeism were generalized to focus the present research on the student factors
that have the greatest association with chronic absenteeism.
Chapter 3 includes a discussion ofthe methodology and design of the study. A
description of the population and sampling procedures that were used for analysis is
provided, and the research variables and methods for analyzing the data are described.
Chapter 4 includes results from the analysis of the student data from the factor
analysis, regression, and analysis of factors across time. Factor, regression, and
correlation analyses were used to obtain a greater degree of generalization and
association among factors that were associated with chronic absenteeism from the 20022003 Florida school districts group data. Factor, regression, and correlation analyses were
again used to obtain a greater degree of generalization and association among factors that
were associated with chronic absenteeism from the 2005-2006 Florida school districts
group data. Once the factors were identified for both ofthe Florida school years' group
data, an analysis between the 2002-2003 school year's factors associated with students
that have the greatest association with greater than 21 days absent and the 2005-2006
school year's factors associated with students that have the greatest association with
greater than 21 days absent was completed. The analysis between the two school years
indicated whether factors that were identified as having the greatest association with
students who were absent greater than or equal to 21 days for the 2002-2003 school year
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could be validated across time for the 2005-2006 school years by comparing the
intercorrelated and factors analyzed group data from the Florida's 67 school districts.
Chapter 5 includes an assessment of the results of the research. Conclusions based
on the findings of this research are intended to help better understand the chronic
absentee issue by identifying the largest chronic absentee population of students and the
factors associated with that population. The current research identified the factors in the
largest population of chronically absent students which could then be addressed through
policies and procedures by teachers and administrators. Recommendations for the field
and for further research are presented based on the finding and conclusions of this study.
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Chapter 2: Review of the Literature

The literature that focuses on chronic absenteeism is divided into two main
categories: research intended to identify risk factors that may lead to absenteeism and
descriptions of programs that have been developed and implemented to address
absenteeism. In this review, I will present the risk factor research followed by research on
existing absenteeism programs.

Risk Factors
The factors that are associated with chronic absenteeism can be categorized into
two main groups: personal factors, those which students bring to school, and institutional
factors, those which are applied or administered by the school. Students bring to school
their race/ethnicity, socioeconomic status, gender, and level of English proficiency. The
school applies or administers the placement of students into grade levels, including nonpromotion, placement in exceptional education programs, and disciplinary actions or
consequences. Regardless of its source, each of these risk factors has a role in
determining the likelihood that a child will become chronically absent.
In one report from the Northwestern Regional Educational Laboratory, students
from one of Oregon's alternative high schools gave various reasons why they did not
attend school. Some of these reasons included viewing classes as boring, irrelevant, and a
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waste of time. Students also referred to negative relationships with their teachers and
fellow students. Security was an issue, as some did not feel safe at school. Many students
had academic issues. Some could not keep up with their schoolwork or were failing while
others found that classes where not challenging enough. Other students had discipline
issues and were suspended often, and still other students found that they could miss class
days and still receive credit. Still other students had scheduling problems because they
could not work and go to school at the same time (Railsback, 2004).
There are risk factors associated with not attending school that include family
background and relationships, past school performance, personal characteristics, and
school or neighborhood characteristics. For instance, home dynamics such as
impoverished living conditions, frequent home relocations, lack of child supervision, and
other family issues are often related to non-attendance (Railsback, 2004).
Attendance reports from Des Moines urban district in Iowa indicated that among
students who had high absenteeism, the majority were eligible for the Free/Reduced
Lunch program. This suggests that family stress or other family factors associated with
poverty may impact a student's ability to attend school regularly. This finding was
consistent throughout all grade levels (Des Moines Public Schools, 2005).
Students in grades 3-12 in the Des Moines Public School district who were
experiencing academic difficulties missed more school on average than their peers who
were academically competent. Beginning in the third grade, students with lower
absenteeism scored at or above grade level, on the average, in reading comprehension.
On the other hand, students with high absenteeism scored lower in reading
comprehension as measured on the standardized assessment test. Once students start to

15
become chronically absent they tend to continue to miss many days of school year after
year. The achievement gap between these two groups continued to widen into the upper
grades. Similar results were found in the subject areas of math and sciences as were
found in reading comprehension (Des Moines Public Schools, 2005).
Eligibility for special education services was also a major characteristic of
students with high absentee rates. Of the students with high absenteeism, 32% were
eligible for special education. This was consistent throughout all grade levels. One factor
that related to the high absenteeism for these students was that a number of students with
disabilities had health-related issues which may have contributed to frequent school
absences. Other students with serious learning disabilities may have chosen to avoid the
academic failure associated with school (Des Moines Public Schools, 2005).
African American and Latino students in the upper grade levels had a greater
absentee rate in comparison to children of other racial/ethnic backgrounds. However,
African American and Latino students in elementary and middle school grades did not
show a disproportionate number of days absent compared to other racial/ethnic groups.
Asian-American students had fewer absences than students from other racial/ethnic
groups (Des Moines Public Schools, 2005).
Based on the research examined the risk factors that have been identified to be
associated with chronic absenteeism can be grouped by grade level, race/ethnicity,
socioeconomic status, gender, exceptional education, limited English proficiency, and
disciplinary actions. Within each of these factors are other contributing factors that may
contribute to a student's absenteeism.
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Personal Factors
Race/Ethnicity
According to the FDOE (2006a), enrollment for minority students has exceeded
that for White students starting with the 2003-04 through the 2005-06 school years. The
growth of the minority population is accompanied by shifts in the demographic makeup
of the most densely populated urban counties in south Florida. From 1977 to 2005, the
number of minority students in Florida's public schools grew from 461,905 to 1,396,985
students, an increase of202.4%. During this period oftime, there was an increase in the
overall population of 74. 3% and a 19.1 % increase for the White student population
(FDOE, 2006a).
Accompanying the shift in the racial makeup of America, there is an upward trend
in poverty among minorities (Berliner, 2006). African-Americans and Hispanics who live
in urban areas are more likely to be represented as suffering from the effects of poverty.
African-Americans and Hispanic have a poverty rate of over 20% compared to their
White counterparts who have a poverty rate under 10%. The FDOE (2002) indicated that
socioeconomic status seems to be a determining factor in identifying chronic
absenteeism.
The racial/ethnic classification of students can be an important indicator of higher
rates of absenteeism and truancy (FDOE 2002, 2004a, 2005b, 2006a). One Florida study
indicated that absenteeism was highest for American Indian, Black, and Hispanic
students (FDOE, 2002). A later analysis conducted by the FDOE (2004a) revealed that
American Indians had the highest rate of absenteeism in elementary and middle school
grade levels. Black students had the highest rates of absenteeism in the high school
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(FDOE, 2004a). According to Clement (2004), Hispanic and White students in Florida
had a greater overall absentee rate than did Black students, however Black students were
more likely to be classified as habitually truant. These studies indicate that race/ethnicity
is a major factor in determining higher rates of absenteeism. Although many of these
studies agree that race/ethnicity background is a factor contributing to chronic
absenteeism, they do not agree on which race/ethnicity background is the leading
contributing indicator.

American Indian. Native American students often enter kindergarten with lower
English proficiency than their non-Native American classmates. Between fourth and
eighth grades, many Native American students develop an oppositional identity. Native
American students, by the eighth grade, often experience a substantial drop in their
achievement performance level (Linik, 2004). American Indian students suffer
disproportionately from low achievement scores, low graduation rates, low educational
achievement levels, poor attendance rates, and high dropout rates.
As young Native American people begin shaping their identities, they often find
their traditional values and beliefs that come from family, home, and community are at
odds with the values they are encouraged to adopt in school. By the time Native
American students reach the middle school, their identity conflict may also be
compounded by all of the issues faced by all members of this age group. Many Native
American students start disengaging from school during the middle school years. When
they reach the ninth and tenth grades many start dropping out of school (Linik, 2004 ).
The mainstream culture, taught in most public schools, often contradicts and
conflicts with tribal culture. Because of cultural differences, American Indian students in
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the public school system may be hindered because of the pressure to conform to the
mainstream culture. A non-Indian teacher in public schools exposes American Indian
students on a daily basis to learning styles that maybe alien to them because of the use of
non-Indian language, types of examples, illustrations and text materials, and instruction.
Many Indian students are reluctant to actively participate in classroom activities because
their culture is not in keeping with the school environment and this hinders their
academic achievement (Campobasso, 2002). These factors may contribute to American
Indian students having a larger absentee rate than the general public school population.
Campobasso (2002) found that American Indian families and communities
historically have not taken an active role in the education process and they rarely serve on
school boards. When there is a cultural clash between the schools and the student,
miscommunication and confrontation often occur among students, teachers, and families,
resulting in hostility, alienation, and eventually the student dropping out of school.
School administrators often view American Indian students in a negative way and
students sense this attitude. These factors contribute to American Indian students feeling
unwelcome, and ultimately avoiding public school entirely (Campobasso).
The United States Department of the Interior Bureau of Indian Affairs (2005)
reported that the condition at home on the reservation is not ideal for Native American
children. The Native American population has increased to 2.5 million individuals. With
the increase in population there has been an increase in the poverty rate to 25.3%
(DeNavas-Walt, Proctor, & Lee, 2006). The rate of unemployment and infant mortality
are higher than the national average. Native Americans also experience higher incidents
of violence than the national average. Native Americans have suicide, alcoholism, and
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substance abuse rates that far exceed the national average (United States Department of
the Interior Bureau oflndian Affairs, 2005).
Black. Black students have higher retention and dropout rates than Whites, lower

test scores, and Black adults have slightly lower pay, and higher unemployment rates for
equal levels of education (Hoffman et al., 2003). Black children are less likely than White
or Hispanic children to live in a married-couple two-parent household family. In 2000,
37% of Black children under 18 years of age lived in two-parent families, and 53% lived
in single-parent families. This percentage of Black children living in two-parent families
was lower than the 78% of White and 65% ofHispanic children who lived in two-parent
families. From the 53% of Black children under 18 living in single-parent families, 49%
lived with only their mother in sharp contrast to 4% of Black children who live with only
their father (Hoffman et al. ).
The poverty rate in 2000 for Blacks, at 22 %, was the lowest since 1959. This rate
is more than twice the rate for Whites, which was 8 %. In 2000, 31% of Black children
lived in poverty. This percentage was higher than the 9% of White children, and the 28%
of Hispanic children living below the poverty level. Both the percentage of Hispanic
families and the percentage of Black families living below the poverty level were higher
than White families. Female-headed households were more likely to live in poverty than
other two-parent households. The percentage of Black female-headed households below
the poverty level in 2000 was nearly six times higher than the percentage of Black
married-couple households below the poverty level. In 2000, 35% of all Black femaleheaded households were below the poverty level, whereas 6% of all married-couple
Black families were below the poverty level (Hoffman et al., 2003).
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In 1999, Black children in kindergarten through eighth grade were more likely
than children of any other race/ethnicity to receive before or after school care from a
relative. Relatives provided before or after school care for 28% of Black children,
compared to 17% of White children and 21% of Hispanic children. Of children who
attend center-based programs, 28% were Black students, 16% Hispanic students, and
17% White students. In contrast, Hispanic and White students both were more likely than
Black students to have only parental care (Hoffman et al., 2003).
Black students experienced the highest rates of absenteeism in the high school
grades (FDOE, 2004a). A study conducted by Coleman (2006) indicated that when Black
adolescent males did not see their school environment as supportive of their individual
goals and development, they ceased to regard school as a place to receive positive
reinforcement for academic success. It is often very difficult for Black boys to find
spaces in which they can define themselves in opposition to existing stereotypes of being
dumb, deviant, disturbed, disadvantaged, and dysfunctional (Coleman).
As Black males continue to buy into the Black male stereotype, they may
experience negative self-esteem and self-concept as they receive unsuccessful school
outcomes over time, such as poor grades. As a result, they may have a reduced selfperception that may lead to frustration with school. Some students may choose to vent
this frustration by adopting oppositional behavior, such as truancy, absenteeism, or
complete withdrawal. Many Black male teens trying to establish their identities are faced
with societal prejudices in schools. In response, Black male adolescents explore and
develop identities outside ofthe stereotypical expectations of public school (Griffin,
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2002). These expectations are more likely to happen in those settings where these traits
are seen as potential behaviors rather than a certainty (Coleman, 2006).
Hispanic. The Hispanic American population represents a complex heritage of

Mexican Americans, Spaniards, South Americans, Central Americans, Dominicans,
Cubans, and Puerto Ricans (Hansen, 2005). Hispanic Americans are the fastest growing
ethnic group in the United States. More than half of Hispanic adults are foreign-born
immigrants and few arrive young enough to attend U.S. schools (U.S. Census Bureau,
2004). Hispanic students make up more than 20% of the United States school population.
Overall, Hispanic students are significantly more likely than White students to enter
kindergarten ill-equipped for learning, be required to repeat a grade, have a greater
absentee rate, be suspended or expelled, and drop out of high school (Weiss, 2004).
Among Hispanic students only 57% finish high school and about 10% earn a college
degree.
The Hispanic student population does not reflect a single entity in which all
Hispanics perform poorly, but they are a diverse population in which some perform well
and others do not. The native and immigrant Hispanics are critically different in their
success in high school completion. Newly arrived Hispanics from Mexico have a strong
aspiration to learn English, assimilate, and partake in American society. Succeeding
generations of Mexican Americans born in the United States have developed an
oppositional identity and choose to not be successful in school. Approximately 15% of
native Hispanic children drop out compared with 44% of immigrant children (U.S.
Census Bureau, 2004). Many Mexican American youth have become more ambivalent
toward schooling as they become more incorporated in the American culture and face
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racial discrimination (Conchas, 2001). These factors have resulted in some Hispanic
students developing a low engagement with public school.
White. White students are not a homogeneous ethnic population. The term refers

to students whose ethnic background is not Black, Hispanic, Asian/Pacific Islander,
American Indian/Alaskan-Native, or Multiracial (FDOE, 2004a). This would indicate that
the term "White students" refers to students who have diverse ethnic backgrounds that
include Europe, the Middle East, and North Africa (Grieco & Cassidy, 2001). Each of
these ethnic cultures is unique and brings its distinctive norms and values toward their
value of education.
According to the U.S. Census of2000, Whites, either alone or with at least one
other race, was the largest of all the alone or in combination categories and represented
over three-fourths, 77%, of the total United States population, which was approximately
216.9 million people. The next two largest categories were the Black or African
American alone or in combination group, which represented 13% of the total population,
which was approximately 36.4 million people. American Indian/Alaskan-Native
population was 1.5% of the total United States population, which was approximately 4.1
million people (Grieco & Cassidy, 2001).
The population of White students increased in Florida schools in 2005, from
1,072,136 in 1977 to 1,276,578 students. Compared to other racial groups, the percentage
of White students in Florida's public schools has dropped from 69.9% in 1977 to 47.8%
in 2005. At the same time, the number of minority students in Florida's public schools
grew from 461,905 to 1,396,985, an increase of202.4 %. This indicates that minority
students statewide have increased from 30.1% to 52.3% (FDOE, 2006a).
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FDOE (2002) reported in the 1997-1998 school year 13.2% of elementary, 20.9%
of middle school, and 22.5% of high school White students were chronically absent. In
the 1999-2000 school year, 10.6% of elementary, 17.3% of middle school, and 19.8% of
high school White students were chronically absent (FDOE, 2002). In the 2002-2003
school year, 7.0% of elementary, 11.6% of middle school, and 13.8% of high school
White students were chronically absent (FDOE, 2004a).
Chronic student absenteeism is often associated with academic underachievement
and increased risk of dropping out of school (FDOE, 2002). Of the 25,587 Florida
students who dropped out of school in the 2003-04 school year, 10,585 or 41.36% were
White (FDOE, 2005a).
Asian. In the United States, Asian-Americans number almost 7 million people,

constituting 2.9% of the United States population. They are found in all 50 states and
Washington, D.C., in numbers ranging from 2,938 in South Dakota to over two million in
California. The Asian-American population has increased 95% from 1980 to 1990. Using
the percentage increase, they are the fastest growing minority group in this country.
Much of this recent increase was due to immigration. During the 1980s, Asian Pacific
immigration totaled approximately 2 million. In 1992, 50,000 Southeast Asian refugees
were admitted in the United States. Since the 1990s a total of200,000 immigrants have
come from the Philippines, China, Korea, India, Pakistan, and Thailand every year (Siu,
1996).
For many years, in the public's opinion, high academic achievement has been
closely linked with Asian-American students. Within the Asian-American racial/ethnic
group, Hawaiian Americans had a high school graduation rate of 88% (Hart &
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McCubbin, 2005). Chinese Americans had a high school graduation rate of 87.7%
followed by Japanese American and Filipino Americas with a rate of 82.7% and 82.1%
respectively. East Indian/Pakistani and Vietnamese Americans had high school
graduation rates of78.5% and 71.4% respectively. Korean Americans had the lowest
Asian-American high school graduation rate of 66% (Kidder, 2006). Outside the AsianAmerican racial/ethnic group, for White students the high school graduation rate was
78%, while the graduation rate was 56% for African-American students and 54% for
Latino students (Greene & Winters, 2002). Based on these graduation rates, it is easy to
see why the literature on African American students is skewed toward school failure,
while for Asian-American students it is skewed toward high achievement (Siu, 1996).
This has led to a general bias that makes it difficult for many to think of Asian-American
students as at-risk.
Among racial/ethnic groups that attended Florida's public schools from 1997 to
2000, Asian-American students had the lowest rate of chronic absenteeism (FDOE,
2002). During the 1997-98 school year, 7.8% of Asian-American elementary students
were chronically absent. During the 1998-99 school year, the chronic absentee rate for
Asian-American students lowered to 7.2%. During the 1999-2000 school year the chronic
absentee rate for Asian-American students in elementary school dropped further to 5.7%
(FDOE, 2002). After several years of steady decline in the level of chronic absenteeism
among elementary Asian-American public school students, their absentee rate rose back
to 7.8% during the 2002-03 school year (FDOE, 2004a).
Florida's Asian-American middle school students showed a continuous decline in
chronic absences from 1997 to 2003. Asian-American students attending Florida's
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middle schools during the 1997-98 school year had a chronic absentee rate of 9 .2%.
During the 1998-99 school year Asian-American middle school students' absentee rate
dropped to 8.0%. During 1999-2000 chronic absenteeism for Asian-American middle
school students dropped again to 7.2% (FDOE, 2002). Florida's Asian-American middle
school students continued the decline in chronic absenteeism to a rate of 3. 6% during the
2002-03 school year (FDOE, 2004a).
Florida's Asian-American high school students also showed a continuous decline
in chronic absences from the 1997-98 to the 2002-03 school years. During the 1997-98
school year Florida's Asian-American high school students had a chronic absentee rate of
14.1 %. Their chronic absentee rate dropped during the 1998-99 school year to a rate of
13.1 %. During the 1999-2000 school year, Asian-American high school students' chronic
absentee rate continued to drop to a rate of 12.8% (FDOE, 2002). This rate of steady
decline in chronic absences continued for Asian America high school students during the
2002-03 school year to a rate of 4.1% (FDOE, 2004a).
Asian-American students are unique in that they are seen as one of the more
successful immigrant groups in America. It would seem that there are norms or values
associated with Asian-Americans that make them successful. Some of the norms that
most Asian-Americans have in common are collectivism, in and out groups, respect for
elders and authority figures, clear gender differences, visual and aesthetic orientation, a
drive for high test scores, and animism (Kuwahara, 2005).
Asian assimilation often occurs when Asians absorb the cultural norms, values,
beliefs, and behavior patterns of American society. Part of the assimilation process may
involve learning English and/or becoming an American citizen. While in the assimilation
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process, Asian-Americans may choose to retain much of their traditional Asian culture,
norms, and behaviors while still acquiring those of mainstream American society. The
other option is for assimilating Asian-Americans to discard their traditional forms of
Asian culture entirely in favor of complete immersion and identification with mainstream
American society (Le, 2007).
In schools where Asians are the dominant students, they practice a form of
cooperation and orderliness referred to as collectivism. This behavior is often observed in
all school practices, including silence when entering and exiting school auditoriums. This
practice may be a carryover from Asian schools where this behavior is the norm for
students. Therefore, in America, Asian students frequently become nervous when there
appears to be no direction or pattern in their daily routine. Without a clearly defined
pattern or direction, Asian students often need explanations to obtain order (Kuwahara,
2005).
Children from Japan and South Korea are accustomed to a complex hierarchical
culture. Unlike in America, Asian students remain in the same classroom throughout the
day. When students remain in the same classroom it gives them a chance to form clusters
and to establish classroom in-groups and out-groups. Students desire to form cliques so
that they do not get assigned to an out-group. This behavior carries over into American
schools in that Asian students may seem cliquish or even bullying within their own
cultural groups (Kuwahara, 2005).
In Asia, respect for elders is common throughout the culture. It would be
considered rude to show any kind of doubt for or to challenge or question elders. In Asian
culture, therefore, age equals respect. In Asian schools the grade levels create a system of
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authority in which younger students who show disrespect for the older students can
expect to receive harsh treatment. In American schools, this respect for elders manifests
in a tendency for younger students to agree with the older population or not show any
dissenting opinion. During classroom discussion younger students often will not disagree
with older students. The younger students will often behave in a way that pleases the
older students (Kuwahara, 2005).
In most Asian classrooms teachers have absolute authority. In some Asian
cultures students stand up as a group as their teacher enters the classroom. The students
all wait for the signal and bow as they greet the teacher. They will only take their seats
and start a lesson when the teacher gives them permission. Asian students generally have
a difficult time asking questions in the classroom because they fear that they may insult
the teacher. Often students may wait until after class for a question and answer session.
Asian students have a tendency to be more active listeners, waiting for comments and
feedback while they sit quietly. In the American classroom teachers may miss the cues of
the Asian students who sit quietly at their desks. The Asian students may therefore
develop a lack of confidence if the teacher does not react to their subtle cues (Kuwahara,
2005).
In Asian countries there are clear gender differences in school for behavior norms
and structure. In their home countries, Asian students are organized in every class by
gender-based attendance sheets. In preschool, students are directed to form lines by
gender. In American schools, Asian students may become uncomfortable and display
childish behavior when working in a mixed gender group (Kuwahara, 2005). AsianAmerican females graduate high school at 85.5% compared to Asian-American males at
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89.5%. Asian-American females have completed a Bachelor degree or higher at 43.8%
while Asian-American males earned a baccalaureate degree or higher at 50.9% rate
(Reeves & Bennett, 2003).
Most Asian students are very visual and aesthetic in orientation. Asian schools
emphasize the value of appearance. From early in the students' education, note taking
strategies are taught and students compete to make their notebooks pleasing. In an
American school, Asian students may seem fixated with receiving handouts and being
given clear directions on how to take notes. Generally, Asian students will be intolerant
ofunorganized classmates (Kuwahara, 2005).
Asian parents are highly focused on test scores. In Asia, there is a general belief
by parents that their children need to follow a certain path in order to succeed in life. This
path begins with getting good marks in kindergarten. Asian students in American
classrooms often attempt to live up to their parents' expectations. Asian parents will
actively express their concern to the American teacher if their child is not meeting their
expectation (Kuwahara, 2005).

Socioeconomic Status
Socioeconomic status is another factor that has been identified as relating to
student absenteeism and truancy. Students on a lower socioeconomic scale, as indicated
by eligibility for the free or reduced-priced lunch program, display a higher rate of
chronic absenteeism than the overall student population (FDOE, 2004a).
According to the U.S. Census Bureau (2004), the official poverty rate in 2005 was
12.6%. This meant that in 2005, 37.0 million people were officially in poverty. The
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poverty rate for Blacks was 24.9%. For Hispanics the poverty rate was 21.8% in 2005.
The poverty rate for non-Hispanic Whites for 2005 was 8.3%. The poverty rate in 2005
for children under 18 was 17.6%. Non-Hispanic White households had the largest
proportion of households in the highest income bracket. Black households and Hispanic
households had the largest proportion of households in the lowest income bracket
(DeNavas-Walt et al., 2006).
Economic differs not only by race but also by gender. The median earnings of
men in 2005 were $41,386. The median earnings of women for 2005 were $31,858.23
(DeNavas-Walt et al., 2006). Females' median income was 77% of their male
counterparts. As real wages have declined and incomes have become more unequal, low
wages, discrimination, and a reliance on one wage income have caused women's real
wages to drop more than men's wages. This has caused women's poverty rates to increase
at a rate much faster than men's (Bowen, Desimone, & McKay, 1995). This helps explain
why female headed households are more likely to live in poverty compared to two-parent
house-holds.
Poverty is disproportionately distributed across the many racial and ethnic groups
that make up America. New immigrants, African-Americans, and Hispanics who live in
urban areas are heavily represented in the groups that suffer severe poverty (Berliner,
2006). According to DeNavas-Walt et al. (2006), between 2004 and 2005 the real median
household income did not change significantly for various racial groups. Black
households had the lowest median income of $30,858 in 2005, which was 61 %of the
$50,784 for non-Hispanic White households. Asian households had the highest median
income among the racial/ethnic groups. Their median income for 2005 was $61,094,
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which was approximately 120% of the median for non-Hispanic White households. The
median income for Hispanic households was $35,967 in 2005, which was 71% of the
median income for non-Hispanic White households (DeNavas-Walt et al.).
Parents' involvement in their children's education is often related to parents'
income and education level. Parental involvement at school can include such activities as
attending general school meetings, parent-teacher conferences, or school events; or acting
as a school volunteer; or serving on a school-related committee. In 1999, no differences
were detected between the percentages of Hispanic and Black students who had parents
who attended general meetings, participated in school events, and who volunteered their
time for school activities. These percentages were lower than those of White students'
parents. No differences were detected between the proportions of Black, White, and
Hispanic students whose parents attended scheduled meetings with teachers. No
differences were detected between the percentages of Black students and Hispanic
students who had parents who volunteered or served on a school committee, but White
students were more likely than both Black and Hispanic students to have parents who
volunteered or served on a committee (Hoffman et al., 2003).
It has been shown that parental expectations, especially by mothers, can be linked

to educational aspiration. Surveying mothers of students who were not truant found that
50% of them had aspirations of their children going on to college after high school. Only
15% ofthe mothers of truant children had aspirations of college for their children (Center
for Mental Health in School at UCLA, 2000).
A lack of guidance or parental supervision because of job commitments may be
one of the factors in chronic absenteeism/truancy among lower socioeconomic students
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(Walls, 2003). In contemporary American society many of the poorest of the children
who come to school have spent no time in school-like settings during the first five years
of their life. Once children start school they only spend about 30 of their waking hours a
week in a classroom, and then only for about two-thirds of the weeks in a year. In the
course of a full year, students may spend just over 1000 hours in school and almost five
times that amount of time in their neighborhood and with their families.
In a national survey, Americans viewed the parents to be more important than
teachers in students achieving educational success. Twice as many (42%) indicated that
"the involvement and attention of the parents" matters more in determining the quality of
a child's education than the "quality of the teachers and the school" (21 %). But most
agree schools were being asked to compensate for parental failures. Two-thirds (66%)
indicated that "we are asking our schools to do too many things that really should be
handled by parents at home," while only 24% stated that with families and children under
so many pressures today, it is important for schools to take on more responsibilities
concerning students (Bostrom, 2000).
There may be other family related issues that limit the likelihood that parents will
directly supervise the child's attendance at school including single parent homes, parents
with multiple jobs, child care issues, and available transportation. These may also
contribute to a child becoming truant. Other contributing factors with the lack of parental
supervision may include the value placed on education, substance abuse, health issues,
and/or a laissez-faire attitude (Walls, 2003).
Some parents actively contribute to their children's absentee problem by allowing
their children to miss school excessively. Children receive the wrong message from their
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parents when they are allowed to participate in enjoyable activities such as going on trips
or watching television and playing games at home when they have been absent from
school (Williams, 2003). The family members may also be unaware of attendance laws or
even have a point-of-view that is opposed to education. In addition, many economic
factors, such as the student's opportunity for employment, may reduce the student's
interest in school (Walls, 2003). Socioeconomic status appears to be a determining factor
in determining chronic absenteeism because of the many obstacles these students face
(FDOE, 2002). For many poor children in impoverished neighborhoods, their parents are
poorly equipped to raise healthy children. The schools that these children attend often
have a hard time educating them (Berliner, 2006).

Gender

Public schools are a window on society as a whole. The creation of the school's
culture and students' perception of themselves and others is affected by many things in
and around the school. The interacting processes of race, class, language, heritage, and
gender cannot be separated from students' culture and identity (Grayson, 2006).
There are many opinions on the role that teachers should take and the strategies
they should use to address gender equity. Addressing gender equity concerns in the
school and classroom is complicated because of an interconnection with so many issues
in society as a whole (Grayson, 2006).
Gender equity among students has been a hot topic for many years. There have
been specialized programs to focus on the needs of female students. In mathematics, male
students scored up to 27 points higher than their female counterparts as assessed by the
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Program for International Student Assessment (Scottish Executive Education
Department, 2002). The pendulum has now swung and there needs to be an increased
emphasis on male students. Statistically, male students are underachieving female
students in both reading and writing (Taylor & Lorimer, 2002). By the time male students
reach the twelfth grade, they score 15 points below their female counterparts in reading
and 19 points lower in writing on the standardized reading and writing assessment
(Taylor & Lorimer). Internationally, female students scored up to 29 points higher than
their male counterparts in reading interpretation on the Program for International Student
Assessment (Scottish Executive Education Department).
According to Taylor and Lorimer (2002), male students are disciplined 5 to 10
times more often in elementary and middle school than their female counterparts. Male
students are two-thirds more likely than female students to receive special education
services. Male students were more likely than female students to become truant in grades
5 through 8. On the other hand, female students were more likely than male students to be
truant in grade 9 (Reid, 2005). Male students are more likely to drop out of school than
female students (Taylor & Lorimer).
According to FDOE (2005c) girls are much less likely than boys to have major
disciplinary problems. In Florida schools grades K-12 during the 2003-04 school year,
3.7% of female students received in-school suspension compared to 6.6% of males that
received in-school suspensions during the year. Of all students in Florida schools who
received in-school suspensions, 64.4% were male (171,523 out of266,196). Similarly,
68.8% of students who received out-of-school suspensions were male (166,271 out of
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241,639). In addition, males accounted for 74.2% of expulsions (729 out of 983) in 200304 (FDOE, 2005c).
According to FDOE (2004a), the Florida chronic absentee rates were fairly
consistent among male and female students. During the 2002-2003 school year,
elementary school students' chronic absentee rate was slightly higher for males than
females. The percentage of chronically absent elementary school males was 7.1%
compared to 7.0% of elementary school females. In middle school, 10.8% of females
were chronically absent compared to12.7% of males who were chronically absent.
Among high school students 15.4% of females were chronically absent compared to
14.9% of males who were chronically absent (FDOE, 2004a).
In Florida and nationally, females are generally more prepared than males to enter
school, are less likely to manifest behavioral problems or to have developmental
problems, and are more likely to enter college. At the same time, males show no relative
deficiency in test-taking abilities at the secondary level and beyond, and they continue to
perform better than females in mathematics. Overall, females are now doing as well as or
better than males on many indicators of educational achievement, and large gaps that
once existed have been eliminated or have significantly decreased (FDOE, 2005c).

Limited English Proficiency

Florida has experienced increasing growth in the number of students from a nonEnglish-speaking background who may have initial difficulty understanding and
communicating in English. Education Information and Accountability Services (2006) in
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1998 stated that the number of students with limited English proficiency was 150,098,
and this number increased to 214,787 in 2004.
The majority of the limited English proficiency students in the United States come
from low-income families. Their parents often have to work two jobs, preventing them
from being fully engaged with their children's education. These parents have a tendency
to work in blue-collar occupations or hard labor. Some limited English proficiency
students come from families that migrate seasonally for agricultural work and who may
be required to move from region to region. This results in a scattered and incomplete
education for their children. Many of the migrant families highly value an education, but
their children who attend school often need to work to help the family economically.
These students will find it difficult to participate in extracurricular activities and
organizations that could lead to assuring greater academic options (Arnhart et al., 2001).
There are numerous reasons why English learners struggle in schools. Many
limited English proficient students reside in households and neighborhoods with high and
sustained poverty, go to schools with other poor children, and are part of families that are
likely to move from one school or district to another at least once during the school year.
Secondly, in many schools, the English learners are given the same curriculum in spite of
the disparity among them. A third reason is that often older students are trapped in a
cycle of English as a Second Language classes in which students do low level tasks that
will not help them develop academic English. It is essential that middle and high school
teachers consider the basic differences among these students and provide instruction that
will challenge all their students without overwhelming them (Freeman, Freeman, &
Mercuri, 2003).
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According to Arnhart et al. (200 1), Spanish-speaking students are often placed in
remedial track programs in school. Remedial track programs are less likely to consider
language and sociolinguistic factors that may affect the students' learning. Furthermore,
these programs do not always have teachers with linguistic backgrounds to fully deal
with the students' social, psychological, and linguistic needs. Hispanic limited English
proficiency students' academic needs are not being met because of complex political,
social, and linguistic factors. Due to their needs not being met, these students tend to have
a lack of motivation, low academic achievement, higher absenteeism, and behavioral
issues at school (Arnhart et al.).
Hispanic-speaking bilingual students had the poorest grades, mostly Bs, Cs, or
Ds, and students of European heritage had the highest grades, mostly As or As and Bs,
especially in language arts and social studies according to a study by Lindholm-Leary
(200 1). A greater percentage of Hispanic-Spanish bilingual students than HispanicEnglish bilingual students earned As and Bs in language arts and social studies courses,
subject matter areas that would characteristically favor a native English speaker over an
English learner. Despite the fact that Hispanic-Spanish bilingual students receive fewer
As or As and Bs in math and science than Hispanic-English bilingual students, they were
taking higher-level math courses (Lindholm-Leary).
The national drop out rate for Hispanic students, especially Hispanic English
language learners, is higher than for any other ethnic group and has risen while it has
decreased for other groups. However, among the students involved in two-way bilingual
programs, most are in agreement that they are not inclined to drop out of school. In a
survey of 142 students in three California schools, 87% of ninth and tenth graders and
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93% of eleventh and twelfth graders involved in the two-way bilingual program said they
would not drop out of school. Of the students involved in the program who considered
dropping out, most reported that they will stay in school because they need an education
(Lindholm-Leary, 2001).

Institutional Factors
Grade Level
Students do not attend school or class for a number of reasons. For many students,
the school environment is regarded as unpleasant and/or unsafe (Railsback, 2004).
Avoiding unpleasant and/or unsafe environments often leads to chronic absenteeism and
truancy. The chronic absenteeism is associated with academic underachievement and the
increased probability of dropping out of school (FDOE, 2004a). Numerous research
studies have indicated there is a link between grade level and absenteeism and/or truancy
(FDOE, 2002, 2004a). Clement (2004), found unexcused absenteeism to be the greatest
in high school students and the lowest in the elementary schools. The highest incidence
of chronic absenteeism occurs at the ninth grade followed by twelfth grade students
(FDOE, 2002). Ninth grade is considered a time of transition from middle school to high
school. Students who have been retained in past grades may have reached the age of
sixteen at this time, which is beyond the compulsory age of attendance. Students in grade
twelve who have not met graduation requirements may choose not to attend school,
knowing that they will have to attend school in the summer or the following year (FDOE,
2004a).
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The ninth grade presents several challenges to students and those assigned to
educate them. The ninth grade, which is traditionally the first year of high school, is the
preliminary stage in a student's educational development and often sets the tone for
students throughout high school and beyond. Two characteristics of ninth-graders are
particularly important to take into account for their school success. First is the student's
participation in his or her transition from middle school into high school. Second is the
student's stage of adolescent development (Kerri, 2002).
Ninth-grade students are confronted with a new, multifaceted environment when
making the transition into high school. There are three aspects of the high school
environment that present a considerable challenge for transitioning students. First, when
entering high school, students face a larger, more diverse student population. Students
entering in the ninth grade often find that with an increased number of peers they will
have less individual attention from their teachers. With the reduced individual attention
and the more diverse population, students are likely to feel a greater degree of anonymity
and a decreased sense of belonging (Kerri, 2002).
Second is an increase in the academic demands at the high school level. Students
face a different set of rules and raised academic expectations. The courses offered in high
school are more departmentalized and specialized than those offered in middle school
(Kerri, 2002). Students are rated based on the level of their completed coursework at each
high school grade until graduation. Each student is ranked based on her or his hard work
and achievement at high academic levels. The rigorous academic coursework may help
improve students' standardized test scores and increase their preparation for college-level
classes (Hoffman et al., 2003). Based on the students' academic abilities, students are
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separated by academic ability and course assignments. The requirements for high school
courses require increased specialization and different instructional techniques by teachers
and more advanced study skills by students (Kerri).
Third, students entering high school are confronted with a new social structure
and a marked change in their social status. Ninth-graders go from being the oldest, most
experienced students in the middle school to the youngest, newest members of the high
school population. The change in status may cause greater feelings of anonymity and
isolation. This drop in social status may hinder some students' abilities to become
integrated into the new school community (Kerri, 2002).
Adolescence is a time of great change characterized by significant growth in
physical, emotional, social, and cognitive development (Bee & Boyd, 2003). Young
adolescents are more vulnerable to difficulties during this transition in their environment
from middle school to high school than at any other time in their academic quest (Kerri,
2002). Adolescents experience great developmental change during this period and
struggle with issues of self-identity and acceptance by peers and adults. Experiencing
transition :from middle school to high school, while also coping with the stress of
adolescent development, may be too much for some adolescents to endure. They may
become so overwhelmed that they may not have the abilities to adapt well to the new
school environment (Bee & Boyd). Many ninth-graders faced with these dual stressors
lack the social and academic skills needed to successfully find their way through the
demands of their new school environment (Kerri).
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Non-Promotion

Children are retained in grade if they are judged not to have the academic or
social skills to advance to the next grade. Children who are retained in grade may show
poorer attendance, social adjustment, and attitudes toward school compared to those not
retained in grade. They are also more likely to drop out of school than those students who
are not retained (Hoffman et al., 2003).
In Florida districts, schools are required to set standards for evaluating each
student's performance, including mastery of the Sunshine State Standards. These
standards prescribe specific performance levels in reading, writing, science, and
mathematics for each grade level. District student performance standards must also
incorporate performance levels defined by the Commissioner of Education for statewide
assessments. Students falling below these performance levels must receive remediation or
be retained (FDOE, 2005a). Florida statute mandates that third grade students
demonstrate proficiency on the FCAT Reading test before they can be promoted to fourth
grade (Blazer & Romanik, 2005). If a student's reading deficiency is not remedied by the
end of the third grade, as demonstrated by scoring at level 2 or higher on the third grade
portion of the Florida Comprehensive Assessment Test (FCAT), the student must be
retained (FDOE, 2005a).
The predominate grade levels for non-promotions have been the first and third
grade levels in elementary schools and grades 9, 10, and 11 in high schools. In 20022003, there was an increase in the number of students retained at the elementary level,
which coincided with the implementation of new state laws requiring mandatory
retention of third-grade students who had not been successful in meeting minimum
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standards. The number of students retained in grade K-5 increased by 71% in the 20022003 school year over the prior year with third grade retentions alone increasing by
21,278 or 331% (FDOE, 2005a).
Students who may not be engaged in learning often become disruptive enough to
warrant a suspension or expulsion. Students who are not in school due to suspension or
expulsion will not be exposed to classroom information and are more likely to be retained
in grade. Racial/ethnic differences were apparent in suspension and expulsion rates. In
1999, 35% of Black students in grades 7 through 12 had been suspended or expelled at
some point in their school careers. That figure is higher than the 20% of Hispanics and
15% of Whites who had been suspended or expelled. Also differences have been
documented regarding retention rates between ethnic groups. In 1999, 18% of Black
students in kindergarten through 12th grade had repeated at least one grade. This
retention rate is higher than the 13% of Hispanic students and the 9% of White students
who had ever repeated a grade (Hoffman et al., 2003).
Promotion rates also differ based on ethnicity and gender. During the 2003-2004
school year, the lowest percentage of non-promotions by ethnicity occurred for
Asian/Pacific Islander, multiracial, and White students. Black and Hispanic students had
the highest percentage of non-promotions (FDOE, 2005a).
In Florida, during the 2003-04 school year, 9.6% of all males in grades K-12 were
categorized as non-promotions. This is substantially higher than the 6.4% of females who
were categorized as non-promotions. The dropout rate in Florida for 2003-04 school year
was 3.2% for males which was higher than the 2.6% female dropout rate (FDOE, 2005c).
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Over the years, research has failed to demonstrate that retaining students
improves academic performance in any appreciable way. In fact, the opposite is
frequently found to be the case. In addition, the consensus remains that retention
increases the likelihood of dropping out of school regardless of the grade in which the
student is retained (Blazer & Romanik, 2005).
Students are retained in grade if they are determined to not have the academic or
social skills to advance to the next grade. Students who are retained in grade may
demonstrate poorer attendance, social adjustment, and attitudes toward school compared
to those students not retained in grade. Students who have been retained in grade are also
more likely to drop out of school than those students who are not retained (Hoffman et
al., 2003).

Exceptional Education
The number of students enrolled in the exceptional education program (ESE) in
Florida increased by 7.37% from the 2001-02 to the 2005-06 school year (FDOE, 2006b).
Placement in exceptional student educational programs is designed to increase the
suitability of instruction for students with learning disabilities. Assignment to special
education and remedial programs, however, may actually have a negative impact on some
students. Many students find that expectations are lowered, instruction is fragmented and
slowly paced, and class work is quite passive (Shannon & Bylsma, 2003).
The Individuals with Disabilities Education Act (IDEA) helps children with
disabilities receive special education. In the 1999-2000 school year, 13% of all children 3
to 21 years old received services under the IDEA. The proportions of Black and
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American Indian students served, 15% and 14%, respectively, are higher than the
proportions of White, Hispanic, and Asian/Pacific Islander students served by IDEA. For
example, 11% of White and Hispanic students received special education services while
6% of all Asian/Pacific Islander students received these services (Hoffinan et al., 2003).
According to a report published after the first year of the No Child Left Behind
legislation, the performance of students with disabilities in the area of reading is much
lower than the performance of students not identified as having a disability. The gap
varies from state to state, but the students with disabilities consistently perform below all
students. The gap increases as students advance from elementary to high school. The
widest gap in reading between disabled and non-disabled in elementary and middle
school students was in New Jersey. The gap was 37.2% for elementary school and 57%
for middle school students. In Delaware, at the high school level, the largest gap in
reading scores between students identified with disabilities and those that were not was
59.95%. The pattern is similar for most states (Wiley, Thurlow, & Klein, 2005).
The gap between students with disabilities and all students on math assessments
is similar to the gap found for reading assessments. The gap also escalates by grade level.
In elementary grades, Arizona had the largest gap of 3 8% between students with
disabilities and all other students on standardized math assessments. In middle school,
Wisconsin had the largest gap of 50%, and Idaho had the highest gap of 55.1% for high
school. The gap for math assessments exists in all states and varies considerably from
state to state (Wiley et al., 2005).
Areas of emerging and present concern that are reported by states are
accommodations, achievement gap, alternate assessment, graduation tests, reporting
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and/or monitoring, and test/design content. In 2003, at least 33% of states reported that
high stakes graduation assessments and out-of level testing were current issues. The area
of concern identified by the largest number of states in 2005 was alternate assessment.
The next most common areas of concern were accommodations and the achievement gap
between students with disabilities and non-disabled students (Thompson, Johnston,
Thurlow, & Altman, 2005).
According to FDOE (2004a), students in the exceptional education programs
display a significantly higher rate of absenteeism than the total student population. In a
study of student absences in Broward County Public Schools from 1998 to the first
semester of the 2003-2004 school year, students in the exceptional education program
recorded more absences than their non-exceptional program peers (Clement, 2004).
Students may feel stigmatized by their assignment to an exceptional student educational
program which may contribute to absenteeism (Shannon & Bylsma, 2003).
A disproportionate number of Black and Native American students are referred to
special education programs. Black children have been identified for special education
services at up to four times the rate of White children in the disability categories for
mental retardation and emotional disturbance. In addition, there is a higher rate of school
disciplinary action for minority students with disabilities than the general student
population (Shannon & Bylsma, 2003).
According to the FDOE (2005c), male students are much more likely than female
students to be enrolled in ESE programs. In the 2003-04 school year in Florida, 513,733
students were enrolled in ESE programs. Of these students, 63.9% were males and 36.1%
were females. For certain ESE program areas, such as visually impaired, males and
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females are equally represented, however a significant disparity exists for other program
areas (FDOE, 2005c).

Disciplinary Actions

The rational for suspending or expelling students is that they display disruptive
behavior that is not consistent with learning and is disruptive enough to warrant a
suspension or expulsion. Students who are not in school, sometimes due to suspension or
expulsion, typically cannot be expected to be learning and therefore may be retained in
grade. In 1999, 18% of Black students in kindergarten through 12th grade had repeated at
least one grade. This retention rate is higher than the 13% of Hispanic students and the
9% of White students who had ever repeated a grade. Racial/ethnic differences also were
evident in suspension and expulsion rates. In 1999, 35% of Black students in grades 7
through 12 had been suspended or expelled at some point in their school careers, higher
than the 20% of Hispanics and 15% of Whites who had been suspended or expelled
(Hoffman et al., 2003).
Suspension. Personnel in many schools have taken steps to improve the school

environment to enhance the safety of school for students and faculty. No matter what
steps school personnel take to improve the school's environment, there are limits on what
schools can do to shape and influence students' behavior. School-age children, on
average, spend only 17-20% of their waking hours in school and 80-83% of their waking
hours away from school during a typical year. Therefore, many of the factors that shape
student behavior spring from sources outside of school, as well as from early experiences
children have prior to entering school (Public Schools of North Carolina, 2005).
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Schools have many policies and strategies that are used for stopping and
preventing student behavior problems (Blomberg, 2006). Suspension is documented as
one of the most common interventions for students who act out (Helgestad, 2004).
Suspensions can take one of two forms, in-school suspension (ISS) or out of school
suspension (OSS) (Blomberg). The objectivity and fairness of out-of-school suspension
has been questioned as some groups of students including male, minority, and
academically and behaviorally challenged students are suspended in disproportionate
numbers. Minority students, especially, continue to be suspended at rates dramatically
higher than their representation in the general population (Helgestad).
According to Public Schools ofNorth Carolina (2005), suspensions and
expulsions often result from behaviors ranging from behavioral problems such as
bullying, fist fights, name-calling, and many other forms of harassment, to behaviors
involving criminal actions such as substance abuse, assault, carrying weapons to school,
or murder. Programs within the school system to address behavioral problems many
include the following elements. First, there is a comprehensive focus on the full range of
students' academic, behavioral, and other needs. Second, there is efficient and focused
collaboration between schools, families, and other community agencies that are charged
with serving students who are at risk for behavioral problems. Actually, efforts should
begin as early as possible in children's lives, before they enter school and before patterns
of negative behavior have the chance to take root (Public Schools of North Carolina).
The zero-tolerance movement suggests that suspensions are effective in that they
remove students who are acting out from schools and improve the learning environment
for other students. However, suspensions have little effect on encouraging students to
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exhibit socially appropriate behaviors. Often, students who do not wish to be in school
will engage in whatever behavior the school had defined as leading toward suspension. In
this way the student gets to stay home without involving the truancy official (Helgestad,
2004).
Expulsion. Traditionally, suspension and expulsion were used as rather severe
disciplinary punishment meant to send a clear message to both the student and parent
about the gravity of the student's misconduct. An out-of-school suspension or expulsion
practically assured getting a parent's attention, therefore ensuring that a parent would
attend a school conference to discuss the problem behavior. For students who posed a
clear and present danger to other students or staff, suspension and expulsion provided a
cooling-down period (Bumbarger & Brooks, 1999).
Out-of school suspension and expulsion has, over time, been one of the most
popular forms of school discipline, employed for a variety of misbehavior from tardiness
to serious acts of violence. Nationally, it is estimated that nearly two million students are
suspended each year (Bumbarger & Brooks, 1999).
Suspension and expulsion do not strengthen students' commitment and
attachment to school (Bumbarger & Brooks, 1999). Suspensions and expulsions have
been linked to poor grades and early drop out (Bumbarger & Brooks). Students who are
not in school due to suspension or expulsion will not be exposed to classroom
information and are more likely to be retained in grade (Hoffman et al., 2003).
Suspending or expelling disruptive students from school may actually reinforce negative
behavior and put these students at greater risk for further negative outcomes (Bumbarger
& Brooks).
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According to Phi Delta Kappa (PDK) Center for Evaluation, Development, and
Research (1998), removing a student from the classroom as a type of discipline can be
devastating for that student. Depending on the reason for and the length of the removal,
some never return. Truancy and absenteeism commonly follow a student's removal from
public school, and there is a direct correlation between suspensions and expulsions and
delinquency rates (PDK).
Corporal Punishment. Florida Statutes define corporal punishment as the
moderate use of physical force or physical contact by a teacher or principal to maintain
discipline or to enforce school rules. Florida school boards have the authority to prohibit
the use of corporal punishment, as long as the school board adopts or has adopted a
formal program of alternative control or discipline (FDOE, 2005b).
Some possible side effects of corporal punishment include running away or
truancy, fear of the teacher and/or school, high levels of anxiety, feelings of helplessness,
humiliation, aggression and destruction at home and at school, and animal cruelty
(Robinson, Funk, Beth, & Bush, 2005). Corporal punishment has also been linked to
substance abuse, criminal activity, and low economic achievement. Adults who were
corporally punished as children were more likely to be criminals, be violent with their
sexual partner, and spank their own children (Robinson et al.).
There has been a shift in philosophy in the approach to control student behavior.
The use of corporal punishment by Florida school districts has drastically decreased over
the past fifteen years. In the 2003-2004 school year, 9,472 students received corporal
punishment, compared to 65,060 during the 1988-1989 school year. This means an
overall decrease of more than 85% in the use of corporal punishment (FDOE, 2005b).
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According to Robinson et al. (2005), corporal punishment is considered to be both
ineffective and undesirable. About half the states in the United States have prohibited
corporal punishment in the classroom. Among developed countries, only the U.S. and
parts of Canada and Australia still allow corporal punishment in the form of paddling.
Great Britain in 1986 and Ireland in 1982 abolished corporal punishment in schools and
South Africa followed suit in 1995 (Robinson et al.).
Although there is a decline in the number of incidents of corporal punishment,
there is an increase in the number of suspensions of Florida public school students. There
has been a rise in alternative forms of discipline, such as in-school and out-of-school
suspensions, with the decline in use of corporal punishment in Florida public schools
(FDOE, 2005b).
While the use of corporal punishment has decreased, many school districts have
taken a no tolerance approach to student behavior and violence. This approach may be
enacted with good intention but may negatively impact some students, particularly
students of color and poverty, to a larger extent than other students. Often students
criticize school discipline programs as being unfair and arbitrary. Suspensions and
expulsions, as punishment for poor attendance, truancy, or discipline, effectively push
some students out who are not inclined to stay in school (Shannon & Bylsma, 2003).
The literature has shown that schoolteachers and administrators have attempted to
combat the problem of chronic student absenteeism through rules, consequences, and
programs (Blazer & Romanik, 2005; Bumbarger & Brooks, 1999; Clement, 2004;
Gerrard et al., 2003). Many studies of programs to address the chronic absenteeism issue
have been inconclusive or based on a small sample size (Bumbarger & Brooks; FDOE,
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2005b; Gerrard et al.; Helgestad, 2004). Most of these studies have indicated some
central indicators or factors that have been associated with chronic absenteeism.
Generally, race, grade level, socioeconomic status, gender, assignment to exceptional
education programs, limited English proficiency, and types of disciplinary actions are the
central factors that identify students who are chronically absent.

Absentee Programs
There have been many attempts to address the chronic absentee problem.
Programs sponsored by the federal government are the major source of identified
strategies, giving wide-ranging directives to the states and school districts. The federal
programs often lead school districts and local schools to develop or implement programs
to comply with directives. Many of these programs have had limited success and cannot
be universally applied to address the problems. Many studies have attempted to identify
factors based on selected populations of students (FDOE, 2005a; Gerrard et al., 2003;
Railsback, 2004; Ruebel et al., 2001). Many ofthese studies are either inconclusive or
based on a small sample size (Gerrard et al.; Railsback; Ruebel et al.). Most of these
studies have identified characteristics of students that may be indicators or factors that are
associated with chronic student absenteeism (FDOE, 2005a, 2005b, 2005c, 2006a, 2006b,
2008a).
In the State of Florida, absenteeism is recorded on various levels. Overall,
absenteeism is monitored to determine if students are absent either more than or fewer
than 21 days per school year. Absences can be either excused or unexcused. Some of the
reasons that are acceptable for excused absences are parent/guardian approval, official
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legal authority, and medical authority. Unexcused absenteeism can be either truant or
non-truant. Unexcused absences of 5 days in a 30 day period and 10 days within a 90 day
period are considered truancy (Coxe, 2000). Various programs have been developed to
address unexcused absences. The majority ofthese programs are categorized as federal
programs, school-based programs, partnerships with juvenile justice, and alternative
school placement.

Federal and State Initiatives
The U.S. Departments of Education and Justice have proposed a comprehensive
program to combat truancy (Gerrard et al., 2003). This program consists of a broad
community and educational strategy to combat truancy. The program is composed offive
principal elements. The five elements in the federal model include parental involvement
in all truancy prevention activities, ensuring that students face firm sanctions for truancy,
creating meaningful incentives for parental responsibility, establishing ongoing truancy
prevention programs in schools, and involving local law enforcement in truancy
reduction. This program has resulted in moderate gains in attendance with a small
population of students. There was also some evidence of a drop in crime during school
hours (Gerrard et al.). At the state level, Florida requires each school district report to the
state the number of unexcused absences at the end of each school year. Each Florida
school district is also required to provide data on programs that have been developed or
schools that have been created to help students who have excessive unexcused absences
(Railsback, 2004).
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School-based Programs

In an effort to increase attendance and avoid litigation, many states and school
districts have put in place programs designed to reduce the rate of truancy in public
schools. The programs may be located in-house or off-campus. These programs are
usually designed to address the particular needs of the student culture in a given locality
(Gewertz, 2003).
Many of the Florida school districts have made the effort to develop sound and
reasonable attendance policies that set clear standards and high expectations for students.
The goal is to encourage self-discipline in students and to have students make a personal
investment in a positive school climate and community. Within the school-based
programs, attendance policies define allowable conduct in the school and specify the
consequences for misbehavior. Some of these attendance policies require students to lose
academic credit after a certain number of absences. An increase in attendance of 1.9%
was noted as a result for some programs (Railsback, 2004).
Many schools have taken other, more assertive, approaches to truancy. These
schools examined their school environment to help them develop ways of keeping
children in class. The Minneapolis Public Schools adopted the Comprehensive
Attendance Plan with a goal to have students attend school at least 95% of the time. The
plan made changes in schools' policies and procedures. School personnel attempted to
make better use of data and technology to aide in learning and tracking students'
attendance. Staff roles and responsibilities were clarified to better engage students in
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learning. There was also an attempt to gain family and community support (Hinz, Kapp,
& Snapp, 2003).

The Positive Action Program, a behaviorist approach, intended to decrease
truancy by influencing students' self-concepts or how they perceive themselves. This
program attempted to change students' self-concepts through changes in their actions.
The foundational principle of the program is that student behaviors determine their selfperception. The Positive Action Program emphasized making positive choices. Students
who have participated in this program have demonstrated actions that were deemed to be
a positive influence in affecting their cognitive brain functions (Flay & Allred, 2003).
Some school districts have introduced character education to address the students'
negative behavior. When teachers and parents from a school district near Atlanta,
Georgia, were surveyed, they identified three character traits that seemed to be the most
important for character education. The first trait was the respect for self, others, and
property; the second character trait was honesty; and the third character trait was selfcontrol/discipline (Bulach, 2002). Character education has been controversial because
educators are often at odds over whose values should be taught and how to measure
character accurately. Others are concerned about whether character can even be taught in
a classroom setting. Many teachers and students maintain that character can not be
taught. Many educators assert that the best way to transfer character traits is to model
appropriate behaviors (Bulach).
One particular program, Project Service and Value Education (SAVE), was
established to determine if intervention through leadership training would result in a
difference in public school attendance. Project SAVE involved students in a Florida
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public school who attended weekly training that consisted of the following six leadership
skills: understanding interpersonal relationships, basic leadership, communication,
seeking and keeping employment, decision making, and preparation for the transition to
the adult world. The results of this intervention reported no statistically significant
correlation between leadership training and improved attendance (Rowe, 1999).
The study by Gerrard et al. (2003), determined that social incentives are a central
motivation for secondary students to come to school. Especially for youth who are at risk
of dropping out of school, the social aspects of school have to be considered when
developing any school-based program that is aimed at reducing student absenteeism
(Shannon & Bylsma, 2003). Increasing the students' sense of belonging and engagement
will help many students stay in school. Other ways to make schools more personal
include establishing smaller and more supportive learning environments and more
meaningful student-teacher connections. The smaller class and better student-teacher
connections helped create strong, supportive communities of learning for students and
educators (Gerrard et al.). Using meaningful curriculum and effective instruction help
engage students in the learning process and reduce the boredom that can lead to dropping
out of school (Shannon & Bylsma).
In some school districts parents have partnered with the schools to contact other
parents whose children are absent (Gewertz, 2003). This allows parents of a truant
student to know in a timelier manner that their child is not attending school. Notifying
parents earlier enables them to have greater control and influence over their child's
school attendance. Programs such as this have resulted in an 11% drop in the truancy rate
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with a price tag of three million dollars in Philadelphia, Pennsylvania (Graham &
Woodall, 2006).

Partnerships with the Justice System
Other schools have formed partnerships with local law enforcement agencies to
attempt to stem the rate of crime associated with truant children. These partnerships are
set up to utilize the resources of both the school and law enforcement agencies. The
schools have a system in place to track student attendance, and the law enforcement
agencies have the ability to issue citations that require parents and/or students to appear
in court (Dorn, 2000).
Programs such as the Truancy Referral and Prosecution Program of Ventura
County, California, demonstrate that unchecked truancy can result in an enormous loss to
the community, parents, students, and the operation ofthe school. The goals of the
program were to increase daily school attendance and reduce absences. The program held
parents accountable for their child's regular school attendance. Citations could be filed
against the parent/guardian of a student truant from a public school. The penalty for
parents oftruant students carried a fine of$100 to $500 and/or mandatory attendance of
parenting classes. Parents/guardians could be charged with a misdemeanor that carries
penalties that include a fine of $50 to $500 and may have included 5 to 25 days in jail
with up to 1 year probation with mandatory parenting classes. Parents/guardians who are
enabling or promoting truancy may be charged with a misdemeanor charge of
contributing to the delinquency of a minor under the age of 18 years which carries a
consequence of imprisonment in a county jail for up to 1 year and may include a fine of
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up to $2,500 and up to 5 years probation (Ventura County Superintendent of Schools,
2000).
In central California, the Kern County Truancy Reduction Project used probation
officers to visit each school approximately every other week to collect referrals, interview
students, and conduct home visits. The schools that participated in the Kern County
Truancy Reduction Project sent children from kindergarten through the eighth grade who
were truant to a Student Assistance Team. This team consisted of a school administrator,
teachers, and counselors. The Student Assistance Team was the preliminary intervention
prior to sending the truant student to the Truancy Reduction Project. Once a student was
referred, the Student Assistance Team assigned a case manager to interview the child,
his/her teacher, the person making the referral, and the child's parent. The Student
Assistance Team was responsible for identifying concerns and developing a plan to
address them. The plan included telephone calls, letters to parents, home visits from
school staff, academic and behavior interventions, and referrals to community
organizations. Any student who received four or more unexcused absences or who
accumulated excessive excused absences was referred to the Truancy Reduction Project.
Once assigned to the program, students remained on active status in the program for at
least six months. A family case manager assessed and investigated the situation, made
unannounced home visits, made weekly contact with the child at school, and set up
counseling with parents and students (Gerrard et al., 2003).
In 2000, Texas policymakers addressed a truancy related perceived shortcoming
in civil law. At the time, a growing number of juveniles entering the judicial system
forced the state to fundamentally re-evaluate its approach to juvenile justice. The change
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in approach gave the municipal court or justice courts authority over persons engaging in
truant conduct. Students were considered truant if they failed to attend school for 10 or
more days, or part days, within a six-month period in the same school year, or three or
more days, or part of days, within a four-week period. When a student met the criteria for
truancy, a citation was filed in the municipal court for the offence of failure to attend
school. The court then issued a summons for the parent/guardian to appear in court with
the student. The parents were subject to a maximum fine of $500 for failure of a child to
attend school. The court could also require the parent/guardian and/or the student to
attend special programs to address any additional issues that the court deemed necessary
(Turner, 2002).
A similar program was used in Fulton County, Georgia. Prior to July 1, 2000, the
Fulton County Truancy Intervention Project had an effectiveness of 75%, accounting for
nearly 1500 students not returning to juvenile court. By the 2000-2001 school year, this
program resulted in an effectiveness of 88%, accounting for 243 children returned to
school without further incident in the Juvenile Court (Railsback, 2004).
The schools in Louisville, Baltimore, and Phoenix developed close working
relationships with the justice department through the Truancy Diversion Program. The
Truancy Diversion Program system provided procedures and consequences in the schools
by bringing the court into the school to address the truancy problem. Through this
program the schools held weekly simulated court sessions on campus and put families of
truant students in regular contact with a judge. The program focused on the identification
and treatment of the underlying causes of truancy in the family. The courts used positive
reinforcement to encourage the students and their parents regardless of their failings
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(Walls, 2003). This program addressed the truancy problem in a less punitive manner
than the Fulton County Truancy Intervention Project (Railsback, 2004). The programs
helped to reduce truancy; they were cost-effective and tailored to urban schools.
However, Walls indicated that no one program can accommodate the needs of every
school and community. Individual school systems need to develop strategies to suit their
particular needs.
In Delaware, the courts have become increasingly involved in truancy in the
public schools. The state set up a court system designated as Justice of the Peace Court in
every county in Delaware. The Justice of the Peace Court works with various service
agencies to assist the family of the truant child. The Justice of the Peace Court was linked
through a Memorandum of Understanding with the Department of Education, the
Department of Services for Children, Youth, and Families. Through the Memorandum of
Understanding the needs of the family of the truant child are conveyed to the appropriate
service agencies to have support in place within days (State of Delaware Justice of the
Peace Court, 2002).

Alternative Schools
Another method used to address the truancy problem is to have truant students
placed in alternative educational settings. At their beginning, alternative schools were
options for students who wanted to attend a school that offered an alternative to the
traditional school. More often, alternative schools served students who did not fit in the
traditional educational setting (Lehr & Lange, 2003). Alternative educational programs
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vary greatly in program design and intent. Many of these alternative programs are
tailored to the particular needs of students in a given state and district. Alternative
programs may have students enrolled as a result of choice or as a result of placement
(Lehr & Lange). Students assigned to alternative programs are often those who have been
expelled or suspended, as well as those who are pregnant, homeless, migrant, delinquent,
dangerous to self or others, unmotivated, academically deficient, differing in learning
styles and needs, violent, abusive, disruptive, and/or chronically truant (Henley, Fuston,
Peters, & Wall, 2000; Katsiyannis & Williams, 1998). The physical location ofthe
alternative program may be in a separate building off-campus, on-campus in a separate
wing or classroom ofthe school, or provided in the traditional classroom (Lehr & Lange).
Nationally, most alternative programs emphasize discipline and focus on
improved behavior. Alternative schools are often described as places for students who are
having difficulty adjusting to the regular classroom environment or who are experiencing
disciplinary problems in school (Lehr & Lange, 2003). Alternative programs focus on
providing students at-risk of dropping out of school an opportunity to catch up
academically while avoiding additional academic and social failure (Ruebel et al., 2001).
In Florida, alternative programs are designed as educational programs that offer
variations of the traditional instructional programs and strategies. The purpose of an
alternative program is to increase the likelihood that students who are unmotivated or
unsuccessful in traditional programs will remain in school and obtain high school
diplomas or equivalent documents (Mosrie, 1999).
There are 10,900 public alternative schools and programs with 612,900 students
enrolled (Kleiner et al., 2002). Across the nation these schools were provided for at-risk
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students during the 2000-2001 school year for high school level students, grades 9
through 12, by 88% to 92% of the districts; for middle school grade levels, grades 6
through 8, by 46% to 67% of the districts, and for the elementary school grade level,
grades 1 through 5, by 10% to 12% of the districts (Kleiner et al.).
Personnel from the Oregon Department of Education interviewed students
enrolled in alternative high schools and asked what it was about their school that kept
them in alternative schools, and what they would change about their previous high school
to make it a better place. The students responded that they desired teachers who have
respect for students' individuality, require that they do their best, and assist them in their
success. The students further indicated that they needed teachers who would be patient
and accommodate for their individual rates of learning. They also indicated they desired
teachers who wanted their students to have high expectations for their learning. The
students indicated that they would work to achieve those expectations, as long as they
had support (Railsback, 2004).
More recently, students are being placed in alternative programs as an alternative
to suspension or expulsion, or following suspension or expulsion. The recent designation
of alternative schools as a last resort has had significant implications for educational
programming, desired outcomes and indicators of effectiveness. Some fear that
alternative schools will become dumping grounds for less desirable students (Lehr &
Lange, 2003).
The effectiveness of alternative schools for reducing truancy has received mixed
results. A study of 79 students in a Midwest alternative school in a mid-size city revealed
35% of the students enrolled had dropped out of school (Ruebel et al., 2001). Of the 28
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students who were considered dropouts, 16 were absent for more than half of the time
assigned to the program (Ruebel et al.). In a national survey of state initiatives on
alternative education the only state that completed the annual report of alternative school
effectiveness was Florida. The report indicated that 2% of students attending alternative
schools were habitually truant (Katsiyannis & Williams, 1998).

Summary
Two areas of research were included in this review of the literature, research
intended to identify risk factors that may lead to absenteeism and descriptions of
programs that have been developed and implemented to address absenteeism. Chronic
absenteeism is a problem that has plagued the public school system for a number of
years. The cost of missed days of school can be counted in missed work, missed
participation, and missed opportunities. The chronically absent student falls behind
his/her peers academically, which may lead to grade level retention and truancy.
Studies reveal that the risk factors were categorized into two main groups:
personal factors and institutional factors. Personal factors are those which students bring
to school. Students bring to school their race/ethnicity, socioeconomic status, gender, and
level of English proficiency.
Institutional factors are those which are applied or administered by the school.
The school applies or administers the placement of students into grade levels, including
non-promotion; placement in exceptional education programs; and disciplinary actions or
consequences. A considerable amount of research has been completed in which
race/ethnicity, socioeconomic status, gender, limited English proficiency, and poor
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academic achievement have been identified as potential risk factors leading to
absenteeism and/or truancy.
Other research has examined the areas of grade level, non-promotion, placement
in exceptional education and disciplinary actions and consequences as factors leading to
chronic absenteeism. The programs presented were categorized as federal programs,
school-based programs, partnerships with juvenile justice, and alternative school
placement. Programs sponsored by the federal government were the major source of
identified strategies, giving wide-ranging directives to the states and school districts. The
federal programs often lead school districts and local schools to develop or implement
programs to comply with directives.
Little research was found to exist that examined combinations of risk factors as
they relate to student absenteeism. There is a need to determine whether or not
combinations or pattern of risk factors can be used to identify those students who may
become chronically absent. Doing so would facilitate the development of intervention
programs to provide support in order to avoid problems associated with chronic
absenteeism.
The purpose of the current study was to identify the risk factors having the
greatest degree of association with chronic absenteeism of students from Florida public
schools. Aggregate student attendance data from the 67 counties in Florida were analyzed
in terms of many of the factors identified in the literature (gender data were not available)
in order to determine which of the factors had the greatest degree of association with
chronic absenteeism. Chapter 3 is a presentation of the methods and procedures used to
complete those analyses.
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Chapter 3: Methodology

The current study examined the factors that have been identified as relating to
chronic student absenteeism and attempted to determine the major factors that are
associated with students in Florida public schools who are chronically absent. In this
chapter the methodology by which the data were tested and analyzed is described. In
addition, this chapter includes a description of the population and sampling procedures
that were used for analysis. The collection of student data is described and how the data
were utilized is detailed. Finally, the stages and types of analysis are presented as well as
their relationship to the research questions.

Research Questions
Four research questions guided this study:
1. Can interpretable components be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended
during the 2002-2003 school year are intercorrelated and factor analyzed using
principal components analysis?
2. Can interpretable components be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended
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during the 2005-2006 school year are intercorrelated and factor analyzed using
principal components analysis?
3. Can factors that are identified as having the greatest association with students who
were absent greater than or equal to 21 days for the 2002-2003 school year be
validated across time for the 2005-2006 school years by comparing the
intercorrelated and factor analyzed group data from the Florida's 67 school
districts?
4. What is the degree of association of variables that have been identified as being
associated with greater than or equal to 21 days absent?

Procedures and Methods
The present research identified the risk factors that have the greatest degree of
association with chronic absenteeism in students from Florida public schools. An ex-post
facto quantitative research design was employed. The design was employed to associate
or relate variables to the percent of students who have had 21 or more absences from
school within a 180-day school year. The identification of risk factors was accomplished
in three stages. The first stage used factor analysis to determine if interpretable
components could be identified from the 2002-2003 school year aggregate student data
from the 67 Florida school districts. A regression analysis was conducted on the
interpretable components that had the greatest degree of association with 21 or more days
absent for the 2002-2003 school year group student data from the school districts.
The second stage used factor analysis to determine if interpretable components
could be identified from the 2005-2006 school year aggregate student data from the 67
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Florida school districts. A regression analysis was conducted on the interpretable
components that had the greatest degree of association with 21 or more days absent for
the 2005-2006 school year group student data from the school districts. The second stage
was designed to provide interpretable components to validate the results from the first
stage in the third stage of the research.
The third stage ofthis research attempted to determine if factors that were
identified as having the greatest association with students who were absent greater than
or equal to 21 days for the 2002-2003 school year could be validated across time for the
2005-2006 school years by comparing the intercorrelated and factors analyzed aggregate
data from Florida's 67 school districts. This stage attempted to determine if the factors
identified in the first stage of the research were consistent with the second stage of the
research.
During all stages, aggregate student data were used to determine the relationship
among student demographics such as grade level, racial/ethnic group, socioeconomic
status, limited English proficiency, enrollment in the exceptional education program,
disciplinary actions, and chronic student absences in Florida public schools.

Population

According to FDOE (2004a), there were 248,138 students (9.5%) who were
absent 21 or more days out of the total population of2,598,772 students who attended
Florida's public schools during the 2002-2003 school year. The present research
examined Florida student data in three stages. The first and second stages accounted for
the 2.5 million students, grouped by district, who attended Florida's public schools
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(FDOE, 2004a). The aggregate student data did not include identifiers for individual
subjects.
In the first stage, the Florida public school students' group data for school year
2002-2003 were categorized by their characteristics, types of discipline received,
socioeconomic status, and greater than or equal to 21 days absent from each Florida
school district. Archived demographic data from the FDOE were used and included all of
the 67 school districts in Florida.
The second stage used the Florida public school students' group data for school
year 2005-2006 that were categorized by students' characteristics, types of discipline
received, socioeconomic status, and greater than or equal to 21 days absent from each
Florida district. Archived demographic data from the FDOE were used and included the
67 school districts in Florida.
The third stage attempted to determine to what extent factors that were identified
as having the greatest association with students who were absent greater than or equal to
21 days for the 2002-2003 school year could be validated across time for the 2005-2006
school years by comparing the intercorrelated and factors analyzed group data from
Florida's 67 school districts. This stage of the research used the result of stage one to
validate the findings with stage two of this research. During all stages, aggregate student
data were used to determine the relationship among student demographics such as grade
level, racial/ethnic group, socioeconomic status, limited English proficiency, enrollment
in the exceptional education program, disciplinary actions, and chronic student absences
in Florida public schools.
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The data that were gathered from the Florida Department of Education Data
Warehouse website are public domain information. The data included the percent of
students in each of the 67 school districts by grade level, racial/ethnic group, enrollment
in the free or reduced lunch program, enrollment in the exceptional education program,
limited English proficiency, non-promotion, and greater than or equal to 21 days absent.
Other information included was the percent of students who received disciplinary action.
The types of disciplinary action included incidents of in-school suspension, out-of-school
suspension, corporal punishment, and expulsions. The data for the all stages of the
research were obtained from the profiles of Florida school districts available on the
Florida Department of Education web site and the K-20 Education Data Warehouse
website.

Data Collection and Ethical Considerations
This research used ex-post facto research design and aggregate data publicly
available from the Florida Department of Education (FDOE) web site and the K-20
Education Data Warehouse website. All stages used public domain aggregate data from
the Profiles ofFlorida School Districts found on the FDOE web site and the K-20
Education Data Warehouse website. The information collected for analysis included the
percent of students by school district, grade level, racial/ethnic group, enrollment in the
free or reduced lunch program, enrollment in the exceptional education program, limited
English proficiency, greater than or equal to 21 days absent, in-school suspension, out-ofschool suspension, corporal punishment, non-promotion, and expulsions. The first and
second stages of analysis used the group data to establish which factors have the greatest
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association with chronic absenteeism. The third stage of analysis compared the results of
the first two stages to determine if the results would remain valid across time.
During all stages, aggregate student data were used to determine the relationship
among student demographics such as grade level, racial/ethnic group, socioeconomic
status, limited English proficiency, enrollment in the exceptional education program,
disciplinary actions, and chronic student absences in Florida public schools. Only districtlevel group data were collected ensuring that the individual subjects remained
anonymous, the information collected did not include any information that might identify
an individual student. Therefore, all potential identifiers, such as the student's name,
social security number, school identification number, or address, were not included in the
student data. In addition, the study was reviewed and approved by the Institutional
Review Board of the University ofNorth Florida to ensure the protection of all
participants. The approval letter appears in Appendix A. The data indicating student
characteristics, discipline, and chronic absenteeism were entered into an SPSS data file as
variables.

Data Analysis

I used a three stage approach in generalizing the factors that had the greatest
association with students who are chronically absent 21 or more days. For stage 1, the
2002-2003 school year, principal component factor analysis was used to obtain a greater
degree of generalization among the factors that are associated with chronic absenteeism
identified by districts. A regression and correlation analyses were used then to determine
the degree of association among the factors that were associated with chronic
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absenteeism. The same procedure was followed for stage 2, which included data from
the 2005-2006 school year. The results from the first two stages of the current research
were validated by comparing the factors associated with greater than or equal to 21 days
absent across the first and second stages of the research. The school district, racial/ethnic
group, enrollment in the free or reduced lunch program, enrollment in the exceptional
education program, and limited English proficiency, grade level, in-school suspension,
out-of-school suspension, corporal punishment, non-promotion, expulsions, and the
percentage of students with greater than or equal to 21 days absent were coded as numeric
data.
The degree of generalization of the student data was conducted in three stages.
The first and second stages generalized the Florida school district student data that had
the greatest degree of association with students who have greater than or equal to 21 days
absent (FDOE, 2004a). These stages addressed the first, second, and fourth research
questions. The first research question was to determine if interpretable components could
be identified when group student data characteristics of students from each of Florida's
67 school districts that attended during the 2002-2003 school year were intercorrelated
and factor analyzed using principal components analysis. The second research question
was to determine if interpretable components could be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended during
the 2005-2006 school year were intercorrelated and factor analyzed using principal
components analysis. The fourth research attempted to assess the degree of association of
variables that have been identified as being associated with greater than or equal to 21
days absent.
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The third stage attempted to determine if factors that were identified as having the
greatest association with students who were absent greater than or equal to 21 days for
the 2002-2003 school year could be validated across time for the 2005-2006 school year
by comparing the intercorrelated and factors analyzed group data from Florida's 67
school districts. This stage of the research used the results of stage one to validate the
findings of stage two of this research. The third stage of the present research addressed
the third and fourth research questions. The third research question was to determine if
factors that are identified as having the greatest association with students who were
absent greater than or equal to 21 days for the 2002-2003 school year be validated across
time for the 2005-2006 school years by comparing the intercorrelated and factor analyzed
group data from the Florida's 67 school districts. The fourth research question attempted
to determine the degree of association of variables identified as being associated with
greater than or equal to 21 days absent.
The purpose of this analysis was to explain the relationship among variables. For
analysis involving null hypothesis testing, a two-tailed significance test was employed
with a P value of .05. The analysis of the data was conducted using a factor, regression,
and cross-validation analysis method.

Summary
Chapter 3 included a presentation of the research questions addressed in the
present study as well as the procedures and methods used to explore those questions.
Specifically, the population was defined, and data collection procedures and ethical
considerations for the protection of human subjects were described. Finally, the three
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stages used to analyze the data were presented and explained. Chapter 4 includes a
presentation of the results of the analyses.
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Chapter 4: Results

The present study endeavored to identify the risk factors that have the greatest
association with chronic absenteeism from student data derived from the 67 Florida
public school districts. An ex-post facto quantitative research design was employed. The
design was employed to examine the association of a cohort of student demographic and
school success variables to the percent of students who have had greater than or equal to
21 absences from school within a 180-day school year. The identification of risk factors
that have the greatest degree of association with chronic absenteeism was accomplished
in three stages.
This chapter includes results from the analysis of the student data from the factor
and regression analyses of factors across time. Factor and regression analyses were used
to obtain a greater degree of generalization and association among factors that were
associated with chronic absenteeism from the 2002-2003 and the 2005-2006 Florida
school districts group data. Once the factors were identified for both of the Florida school
years' aggregate data, the results of the two sets of analyses were compared. The
comparison between the two school years indicated the extent to which factors that were
identified as having the greatest association with students who were absent greater than
or equal to 21 days for the 2002-2003 school year could be validated across time for the
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2005-2006 school year. The flow chart shown in Appendix B presents an overview of the
analyses conducted.

Results
The research used aggregate data that were publicly available from the Florida
Department of Education (FDOE) web site and the K-20 Education Data Warehouse
website. The first and second stage data were obtained from the Profiles of Florida
School Districts found on the FDOE web site. The data collected included each school
district's percent of students by grade level, racial/ethnic group, enrollment in the free or
reduced lunch program, enrollment in the exceptional education program, limited English
proficiency, expulsions, out-of-school suspension, corporal punishment, non-promotion,
in-school suspension, and greater than or equal to 21 days absent. The data used for the
third stage of data analysis were derived from the first and second stages of analysis. The
data collected included the percentage of students by grade level, racial/ethnic group,
socioeconomic status, limited English proficiency, enrollment in the exceptional
education program, disciplinary actions, and chronic student absences.
A three stage approach was used to identify the factors that had the greatest
association with students who were chronically absent 21 or more days during the 180
days of the school year. A principal component factor analysis was used to obtain a
greater degree of generalization among the factors that were associated with chronic
absenteeism identified by districts. Next, regression analysis was used to determine the
degree of association among the factors with chronic absenteeism. Validation of the
results of the first stage analysis was conducted across the second stage of analysis to
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assess the degree to which the factors associated with students who were chronically
absent 21 days or more were consistent with the factors in the second stage of analysis.
The first stage factor analyses were used to determine if interpretable components could
be identified when 2002-2003 school year group student data characteristics of students
from each of Florida's 67 school districts were intercorrelated and factor analyzed using
principal components analysis. The second stage determined if interpretable components
could be identified when 2005-2006 school year group student data characteristics of
students from each of Florida's 67 school districts were intercorrelated and factor
analyzed using principal components analysis. The third stage analyses were used to
determine the degree to which interpretable components could be validated across time
for the 2002-2003 and 2005-2006 group student data characteristics from each of
Florida's 67 school districts.

Stage 1

Factor Analysis
The first stage used public domain aggregate data from the Profiles of Florida
School Districts and Florida Information Notes found on the FDOE web site (FDOE,
2004a, 2004b). The variables used for analysis included the percent of students by school
district, grade level, racial/ethnic group, enrollment in the free or reduced lunch program,
enrollment in the exceptional education program, limited English proficiency, in-school
suspension, out-of-school suspension, corporal punishment, non-promotion, and
expulsions (FDOE, 2004b). The percentage of students in Florida who had greater than or
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equal to 21 days absent was also included (FDOE, 2004a). The first stage of analysis
used the group data from the 2002-03 school year to establish more generalizable factors
representing the variables of interest.
The Florida school districts were entered as case values into SPSS. The
percentage of students by racial/ethnic group, grade levels pre-kindergarten through 12,
enrollment in the free or reduced lunch program, enrollment in the exceptional education
program, limited English proficiency, in-school suspension, out-of-school suspension,
corporal punishment, non-promotion, expulsions, and greater than or equal to 21 days
absent within a 180-day school year were entered as variables into SPSS. The raw data
were entered into SPSS and created a 67 by 99 matrix. This represented the 67 Florida
school districts and 99 student variables.
The variables were divided into two categories. The first category included the
racial/ethnic variables and the second included non-racial/ethnic variables. More
specifically, the first category included the percentage of students by race/ethnicity in
each grade level from pre-kindergarten through twelfth grade and students by
race/ethnicity receiving free or reduced lunch. The second category included the
percentage of students who were enrolled in the exceptional education programs, limited
English proficiency, had in-school suspension, out-of-school suspension, corporal
punishment, non-promotion, or had been expelled from school. Separate factor analyses
were conducted on each category in an attempt to derive interpretable components.
A factor analysis was conducted on the first category of data using SPSS. The
descriptives that were selected for factor analysis were initial solution and significance
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levels. The student data by racial/ethnic group, grade level, enrollment in the free or
reduced lunch program were assigned as variables.
An exploratory factor analysis was conducted to determine the optimum number
of factors to be extracted to develop interpretable components. The options selected to
run the factor analysis included correlation matrix, unrotated factor solution, scree plot,
eigenvalues over 1, and maximum iterations for convergence of25. A scree plot, shown
in Figure B2, provided an indication of how many factors to rotate to a final solution. The
selection of all eigenvalues over 1 retained any factor with an eigenvalue larger than 1.0
and omitted any factor that had an eigenvalue less than 1.0. The maximum iterations for
convergence allowed a maximum of 25 steps that the algorithm could take to estimate the
solution (George & Mallery, 2003). The factor analysis resulted in 10 factors that had
eigenvalues greater than or equal to 1.0 as shown on Table 1. The 10 factors with
eigenvalues over 1.0 accounted for 87.988% of the total variance.
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Table 1
Total Variance Explained Using Eigenvalues- Stage 1, Category 1 Variables
Initial Eigenvalues

Extraction Sums of Squared Loadings

Component

%of
Total Variance Cumulative %

1
2
3
4
5
6
7
8
9
10

26.610
20.186
12.978
7.714
3.911
2.121
1.679
1.402
1.313
1.275

29.567
22.429
14.420
8.571
4.346
2.356
1.865
1.557
1.459
1.417

29.567
51.996
66.416
74.987
79.333
81.689
83.554
85.112
86.571
87.988

Total
26.610
20.186
12.978
7.714
3.911
2.121
1.679
1.402
1.313
1.275

%of
Variance
29.567
22.429
14.420
8.571
4.346
2.356
1.865
1.557
1.459
1.417

Cumulative %
29.567
51.996
66.416
74.987
79.333
81.689
83.554
85.112
86.571
87.988

Note. Extraction Method: Principal Component Analysis.

As shown in Table 2, the rotated component matrix from the factor analysis
represents the factor structure/pattern coefficients and the percentage of variance for each
of the factors. Each break between factors is indicated by the underlined factors in each
column. The factors beyond the fifth column were poorly defined and did not lend
themselves to interpretation. The factor analysis was rerun limiting the number of factors
to five.

Table 2
Rotated Component Matrix Using Eigenvalues- Stage 1, Category 1 Variables

Components
3rdBlack
5th Black
6th Black
KBlack
7th Black
8th Black
2nd Black
1st Black
12th Black
Black Free/reduced lunch
9th Black
PreKBlack
8th White
3rd White
5th White
6th White
7th White
2nd White
4th White
11th White

1
2
.986-.062
.980-.075
.980-.057
.978 -.100
.976-.059
.971 -.075
.968-.026
.960-.047
.958 -.037
.955 -.115
.942-.009
.852-.175
-.790-.564
-.789-.576
-.783 -.570
-.780-.587
-.776 -.598
-.773 -.578
-.769-.582
-.767-.550

3
4
5
6
.054
-.074-.031 -.063
.013
-.082 -.044 -.059
.014
-.067 -.080 -.005
.008
-.069 -.049 -.063
.007
-.102 -.067 .039
-.013
-.098 -.047 .030
.061
-.080 -.070 -.086
.113
-.056 -.035 -.073
-.055
-.128 -.037 -.019
-.051
-.129 -.025 -.043
.025
-.077 -.012 .104
-.155
-.126 .007 .104
-.110
-.024 .007 -.029
-.069
-.050 .046 .002
-.122
.013 .032 .006
-.115
-.042 -.049 -.030
-.121 -6.809E-5 -.014 -.040
-.098
.010 -.011 -.029
-.113
-.049-.017 -.009
.016
.096 .019 -.092

7

8
9
10
.018 -.006 .004 -.013
-.020 .021 -.031 .001
.092 .025 -.042 .032
.022 .025 -.007 .009
-.010 .045 .006 .005
-.066 -.071 -.028 -.010
.100 .025 -.022 .027
-.030 .093 .021 .025
-.067 -.003 .063 -.011
-.109 .025 -.019 .031
.061 -.092 -.027 -.034
-.094 .315 -.121 .034
-.009 .003 -.104 .031
-.023 -.021 .011 .016
.108 .001 .020 .053
.011 -.034 .046 -.020
-.007 -.031 .013 -.019
-.015 -.041 .029 .063
-.044 -.055 .027 .090
-.015 .029 .081 -.092
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lOth White
4th Black
1st White
K White
lOth Black
9th White
12th White
White Free/reduced lunch
6th Hispanic
5th Hispanic
3rd Hispanic
2nd Hispanic
8th Hispanic
KHispanic
7th Hispanic
1st Hispanic
9th Hispanic
1Oth Hispanic
Hispanic Free/reduced lunch
12th Hispanic
11th Hispanic
4th Hispanic
PreK Hisoanic
9th Asian/Pacific Islander
7th Asian/Pacific Islander

-.762 -.566
.751 -.082
-.726 -.597
-.724 -.599
.711 -.037
-.708 -.585
-.704 -.579
-.482 -.478
.020 .992
.045 .990
.018 .988
.035 .988
.020 .982
.066 .981
.039 .981
.053 .979
.051 .971
.011 .967
.029 .963
.033 .927
-.003 .917
.313 .818
.016 .784
.060 .065
.040 .049

-.089
.213
-.123
-.136
-.126
-.059
.003
-.363
.073
.037
.044
.048
.074
.008
.079
.015
.100
.094
-.034
.157
.165
-.054
-.102
.896
.894

.029 .041 .004
-.052 .002 -.019 -.074
-.073 -.012 .001
.176 -.529 -.072 .010
-.101 -.063 -.015
.012 -.020 .147 .048
-.108 -.019 .039
-.027 -.027 .036 .085
-.119 -.149 -.069
-.036 -.017 .438 .013
.025 .004 .043
.010 -.039 -.041 -.038
.054 .036 -.027
-.062 .042 .064 -.097
-.311 -.085 .122
.074 -.075 .008 .108
.067 -.015 -.005
.034 -.024 .004 -.009
.047 .004 -.018
.071 .015 .006 -.026
.013 -.010 -.047
.013 -.016 .066 -.016
.006 -.006 -.025 -7.815E-5 .002 .002 -.034
.091 .051 -.032
.013 -.056 .017 -.002
.018 .040 -.053
.080 .010 -.029 -.046
.090 -.011 -.035
.088 -.019 -.009 .006
.001 -.004 -.048
.080 .021 .024 -.040
.110 .012 -.022
-.011 -.056 -.021 .004
.120 .031 -.023
.002 -.078 -.030 .010
.018 .024 -.031
.103 .007 .018 -.033
.113 .026 -.029
-.092 -.098 .045 .044
.121 .050 -.007
-.189 -.058 -.007 .060
.008 -.036 -.052
-.030 .435 .042 .002
-.088 .206 .027
-.074 .192 -.078 -.130
.304 .032 -.060
.100 -.014 -.086 -.032
.309 -.020 -.008
-.054 .081 .014 .005
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8th Asian/Pacific Islander
5th Asian/Pacific Islander
6th Asian/Pacific Islander
K Asian/Pacific Islander
3rd Asian/Pacific Islander
2nd Asian/Pacific Islander
1st Asian/Pacific Islander
11th Asian/Pacific Islander
Asian/Pacific Islander Free/reduced lunch
12th Asian/Pacific Islander
1Oth Asian/Pacific Islander
PreK Asian/Pacific Islander
11th American Indian/Alaskan Native
6th Multiracial
1st Multiracial
2nd Multiracial
9th Multiracial
3rd Multiracial
4th Multiracial
7th Multiracial
8th Multiracial
5th Multiracial
1Oth Multiracial
Multiracial Free/reduced lunch
11th Multiracial

.003 .061
.015 .024
.053 .076
.062 .064
.093 .139
.120 .082
.044 .128
-.041 -.019
.023 .159
-.030 .035
.113 .040
.073 -.158
.118 .094
-.053 .145
-.049 .116
-.072 .144
-.043 .006
-.143 .092
-.143 .100
-.171 -.053
-.145 .082
-.105-.003
-.142 .001
-.085 .044
-.030 .030

.894
.887
.885
.881
.878
.876
.870
.861
.855
.839
.828
.582
.332
.267
.315
.371
.349
.394
.365
.389
.305
.318
.352
.196
.420

.345 .114 -.058
.312 -.021 -.034
.290 .104 -.015
.343 -.071 -.003
.332 -.047 -.009
.384 -.006 -.038
.377 -.011 -.025
.244 .101 -.057
.168 .004 .076
.344 -.036 -.076
.366 -.074 -.095
.139 .145 .167
-.059 .028 .008
.853 .009 -.005
.850 .045 .091
.844 .049 .022
.834 -.007 -.112
.830 .008 .144
.813 .065 .063
.811 .085 -.005
.806 .017 -.156
.804 .038 .046
.803 .099 -.091
.802 .111 .223
.773 .012 -.078

-.056 .062 .000 -.053
-.008 .051 -.033 -.028
-.013 -.017 .088 -.016
-.074-.014 .004 .010
.144 -.036 -.020 -.036
-.051 -.026 .017 .062
-.060 .020 -.083 .048
.040 .067 .063 -.044
.160 .097 -.008 .000
-.058 -.008 -.006 -.088
.041 -.058 .118 -.034
.113 .139-.060 .448
-.104-.134 .002 .060
.231 -.072 -.022 -.036
.122 -.012 .009 -.013
.170-.004 .051 -.010
-.026 -.050 -.109 .049
-.060 -.075 .007 .021
.066 -.067 -.128 -.046
-.146 .033 -.161 .050
.247 .050 -.047 -.091
-.129 -.026 .224 .106
-.165 .092 -.125 -.005
.192 .087 .179 .024
-.189 .037 -.026 -.008
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-.009 .002
.327
12th Multiracial
-.058 .115
.259
K Multiracial
-.055 .071
.011
1st American Indian/Alaskan Native
5th American Indian/Alaskan Native
-.065 .029
-.041
8th American Indian/Alaskan Native
-.201 -.056
.056
.025
7th American Indian/Alaskan Native
-.051 .023
-.094 .083
.053
2nd American Indian/Alaskan Native
.108
-.011 -.017
3rd American Indian/Alaskan Native
.037
-.108 .105
6th American Indian/Alaskan Native
-.136
.099 .083
K American Indian/Alaskan Native
.140 .035
-.036
4th American Indian/Alaskan Native
American Indian/Alaskan Native free/reduced lunch -.072 -.178
.080
.013 .152
9th American Indian/Alaskan Native
-.008
PreK American Indian/Alaskan Native
-.006 -.124
-.105
PreK Multiracial
.025 -.073
-.083
PreK White
-.266 -.399
-.312
12th American Indian/Alaskan Native
.004 .075 7.439E-5
4th Asian/Pacific Islander
.477 .051
.346
-.180 -.037
.026
1Oth American Indian/Alaskan Native
.022 -.070
-.066
11th Black

.770 .065 -.076
.688 .068 .357
.008 .902 -.091
.038 .863 .188
-.069 .851 -.142
-.038 .847 .105
.018 .806 -.156
.104 .800 .069
.131 .788 .049
-.010 .741 -.014
.116 .732 .335
.114 .677 .300
.210 .614 -.093
.027 .178 .794
.295 .156 .698
-.254 .121 .565
.096 .533 -.037
.153 -.075 -.041
.034 .463 .175
-.064 .090 -.143

-.149 .217 .038 -.008
.061 .055 .357 -.161
-.010 .004 .174 -.045
-.087 .057 .158 -.091
.129 .089 .149 .087
-.008 .020 -.093 .066
-.094 -.071 -.077 -.214
.061 .137 -.080 .148
-.012 .000 .354 -.093
.274 -.191 -.211 -.090
-.104-.109 -.125 .194
.100 -.010 -.059 .253
.488 -.079 .131 .030
-.113 -.159 .078 -.137
.235 .388 .151 -.025
-.189 -.045 -.187 .049
.713 -.068 -.119 .063
-.085 .714 .003 .007
-.061 .039 .690 .174
.007 -.027 .087 .853

Note. Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser normalization. Rotation converged in 8 iterations.
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The factor analysis was repeated limiting the extracted factors to five. The options
selected for the factor analysis included correlation matrix, unrotated factor solution,
scree plot, number of factors = 5, and maximum iterations for convergence of 25. The
correlation matrix was used to create a table showing the intercorrelations among all
variables. The unrotated factor solution provided data reduction intended for
interpretation of the variables (Hair, Anderson, Tatham, & Black, 1998). The maximum
iterations for convergence allowed a maximum of 25 steps that the algorithm could take
to estimate the solution (George & Mallery, 2003).

Table 3
Total Variance Explained Using Five Factors- Stage 1, Category 1 Variables
Initial Eigenvalues
Component Total
1
2
3
4
5

26.610
20.186
12.978
7.714
3.911

%of
Variance
29.567
22.429
14.420
8.571
4.346

Extraction Sums of Squared Loadings

Cumulative
%
29.567
51.996
66.416
74.987
79.333

Total
26.610
20.186
12.978
7.714
3.911

% of Variance
29.567
22.429
14.420
8.571
4.346

Cumulative%
29.567
51.996
66.416
74.987
79.333

Note. Extraction method: Principal component analysis.

Factors were rotated to the varimax criterion. The varimax rotation method is an
orthogonal method of rotation. The varimax rotation approach focuses on simplifying the
columns of the factor matrix such that variance is maximized across all extracted factors.
According to Hair et al. (1998), the varimax method is very successful as an analytic
approach to obtaining an orthogonal rotation of factors as it attempts to spread variance
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evenly across all extracted factors. For the purpose of this factor analysis, cases were
excluded listwise to handle missing values.
The factor analysis resulted in factors that were associated with students'
racial/ethnic grouping. As shown in Table 4, the rotated component matrix from the
factor analysis redistributed the variance extracted initially. The factor structure/pattern
coefficients and the percentage of variance explained by each of the factors is indicated.
The rotated component matrix showed the factor output differently from the unrotated
component matrix. For purpose of naming the factors, the minimum acceptable level of
factor saliency was set at /.33/.
As a result of the factor analysis, five regression factor scores were saved for the
five factors and were assigned the following labels: Black/non-White students (Factor 1),
Hispanic students (Factor 2), Asian/Pacific Islander students (Factor 3), Multiracial
students (Factor 4), and American Indian/Alaskan Native students (Factor 5).
A second round of factor analyses were conducted on the Stage 1 student
placement/behavioral consequence variables to attempt to obtain additional interpretable
components.

Table 4

Rotated Component Matrix Using Five Factors -Stage 1, Category 1 Variables
Component
1

3rd Black
6th Black
7th Black
5th Black
KBlack

.982
.982
.979
.978
.977

2

3

4

5
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8th Black
2nd Black
1st Black
12th Black
Black Free/reduced lunch
9th Black
PreKBlack
8th White
3rd White
6th White
5th White
7th White
2nd White
11th White
4th White
lOth White
4th Black
1st White
K White
lOth Black
9th White
12th White
4th Asian/Pacific Islander
5th Hispanic
6th Hispanic
3rd Hispanic
2nd Hispanic
K Hispanic
7th Hispanic
8th Hispanic
1st Hispanic
9th Hispanic
Hispanic Free/reduced lunch
1Oth Hispanic
12th Hispanic
11th Hispanic
4th Hispanic
PreK Hispanic

.968
.966
.960
.955
.953
.943
.867
-.784
-.784
-.776
-.775
-.773
-.769
-.766
-.764
-.758
.735
-.720
-.716
.706
-.702
-.700
.499

-.571
-.584
-.592
-.577
-.602
-.586
-.549
-.593
-.571
-.604
-.611
-.592
-.582
.991
.991
.989
.989
.986
.982
.982
.982
.971
.966
.966
.923
.910
.821
.785
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White Free/reduced lunch
PreK White
9th Asian/Pacific Islander
8th Asian/Pacific Islander
7th Asian/Pacific Islander
5th Asian/Pacific Islander
2nd Asian/Pacific Islander
6th Asian/Pacific Islander
K Asian/Pacific Islander
1st Asian/Pacific Islander
3rd Asian/Pacific Islander
11th Asian/Pacific Islander
12th Asian/Pacific Islander
1Oth Asian/Pacific Islander
Asian/Pacific Islander Free/reduced
lunch
PreK Asian/Pacific Islander
11th American Indian/Alaskan Native
1st Multiracial
Multiracial Free/reduced lunch
2nd Multiracial
6th Multiracial
3rd Multiracial
4th Multiracial
5th Multiracial
9th Multiracial
7th Multiracial
8th Multiracial
K Multiracial
1Oth Multiracial
12th Multiracial
11th Multiracial
PreK Multiracial
1st American Indian/Alaskan Native
5th American Indian/Alaskan Native
8th American Indian/Alaskan Native
7th American Indian/Alaskan Native
3rd American Indian/Alaskan Native

-.472

-.491
-.436

-.385
.897
.896
.885
.882
.877
.877
.872
.871
.866
.857
.842
.830

.345

.380

.375
.346

.364

.823
.560
.331

.371
.380
.366
.386
.411
.334
.386
.350
.446

.858
.848
.845
.844
.838
.807
.798
.789
.783
.781
.772
.765
.753
.742
.455
.880
.866
.846
.840
.802
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6th American Indian/Alaskan Native
4th American Indian/Alaskan Native
2nd American Indian/Alaskan Native
K American Indian/Alaskan Native
American Indian/Alaskan Native
free/reduced lunch
9th American Indian/Alaskan Native
12th American Indian/Alaskan Native
1Oth American Indian/Alaskan Native
PreK American Indian/Alaskan Native
11th Black

.798
.753
.740
.738
.725
.661
.599
.529

Note. Extraction method: Principal component analysis. Rotation method: Varimax with Kaiser
normalization. Rotation converged in 6 iterations. Factor structure/pattern coefficients less than 1.331 are
omitted.

A second factor analysis was conducted on the non-racial/ethnic variables. The
factor analysis options selected included correlation matrix, unrotated factor solution,
scree plot, extraction of two and maximum iterations for convergence of 25. Dropouts,
exceptional education program, limited English proficiency, out-of-school suspension, inschool suspension, corporal punishment, and non-promotion were selected as variables
for the factor analysis.
An exploratory factor analysis was conducted to determine the optimum number of
factors to be extracted to develop interpretable components for the student educational
placement/disciplinary consequence variables. The options selected to run the factor
analysis included correlation matrix, unrotated factor solution, scree plot, eigenvalues
over 1, and maximum iterations for convergence of25. A scree plot, shown in Figure B2,
provided an indication of how many factors to rotate to a final solution. The maximum
iterations for convergence allowed a maximum of 25 steps that the algorithm could take
to estimate the solution (George & Mallery, 2003). The factor analysis resulted in four
factors that had eigenvalues greater than or equal to 1.0, as shown on Table 5.
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Table 5
Total Variance Explained Using Eigenvalues- Stage 1, Category 2 Variables

Component
1
2
3
4

Initial Eigenvalues
Extraction Sums of Squared Loadings
%of
Cumulative
%of
Cumulative
Total
Variance
%
Total
Variance
%
2.032
25.403
25.403
2.032
25.403
25.403
1.268
15.850
41.253
1.268
15.850
41.253
1.155
14.443
55.696
1.155
14.443
55.696
1.024
12.796
68.493
1.024
12.796
68.493

Note. Extraction Method: Principal Component Analysis.

Factors were rotated to the varimax criterion. In the display section, the rotated
solution was selected by default. The varimax rotated solution is displayed in Table 6.
Each break between factors is indicated by the underlined factors in each column. The
matrix showed that two of the four factors would produce meaningful interpretable
components; thus, the factor analysis was rerun limiting the number of factors to two.

Table 6
Rotated Component Matrix- Stage 1, Category 2 Variables

Expulsions
Non-Promotions
Out-of-School Suspensions
Dropouts
Corporal Punishment
Exceptional Education Program
Limited English Proficiency
In-School Suspensions

Component
2
3
4
-.162 -.142
.272
.422
.546
.260
-.251 .302 -.135
.915
-----.211 -.778 .208
-.226 .711 .207
.902

1
.741
.722
.592
.510

Note. Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser
normalization. Rotation converged in 10 iterations. Factor structure/pattern coefficients less than 1.101 are
omitted.
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The factor analysis was conducted limiting the extracted factors to two. The
options selected for the factor analysis included correlation matrix, unrotated factor
solution, scree plot, number of factors 2, and maximum iterations for convergence of 25.
The correlation matrix was used to create a table showing the intercorrelations among all
variables. The selection of number of factors equal to 2 limited the factors to two and
omitted the other factors below the top two factors as shown in Table 7. The maximum
iterations for convergence allowed a maximum of 25 steps that the algorithm could take
to estimate the solution (George & Mallery, 2003).

Table 7

Total Variance Explained Using Two Factors- Stage 1, Category 2 Variables
Extraction Sums of Squared
Loadings

Initial Eigenvalues
Component Total
1
2

2.032
1.268

%of
Variance
25.403
15.850

Cumulative
%
25.403
41.253

Total
2.032
1.268

%of
Variance
25.403
15.850

Cumulative
%
25.403
41.253

Note. Extraction Method: Principal Component Analysis.

The factor analysis resulted in factors that were associated with students'
educational placements and disciplinary consequences received. The factor analysis
output of the total variance explained, shown in Table 7, indicated that the two factors
accounted for 41.253% of the total variance. Factors were rotated to the varimax
criterion. For the purpose of the factor analysis, cases were excluded listwise to handle
missing values. As shown on Table 8, the rotated component matrix from the factor
analysis output redistributed variance across the factor-structure matrix. The minimum
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acceptable factor structure/pattern coefficient was assigned at J.32J to identify factor
saliency. After the factor solution was derived from the rotated component matrix, names
were assigned to the factors. As a result of the factor analysis two additional regression
factor scores were saved for the two factors and were labeled consequences (Factor 1)
and special populations (Factor 2). These two factors were assigned as interpretable
components of consequences and special populations for stage 1 of the research.

Table 8

Rotated Component Matrix Using Two Factors -Stage 1, Category 2 Variables
Component

1
Non-Promotions
Out-of-School Suspensions
Expulsions
In-School Suspensions
Limited English Proficiency
Dropouts
Corporal Punishment
Exceptional Education Program

2
.869
.816
.542
.327

.343

.637
.560
-.503
-.474

Note. Extraction Method: Principal Component Analysis.
Rotation Method: Varimax with Kaiser normalization.
Rotation converged in 3 iterations. Factor structure/pattern
coefficients less than 1.1 0 I are omitted.

Regression Analysis
A multiple regression analysis was conducted to determine the variables that had
the greatest degree of association with percent of students having greater than or equal to
21 days absent. The variables of Black/non-White students, Hispanic students,
Asian/Pacific Islander students, Multiracial students, American Indian/Alaskan Native
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students, consequences, and special populations were derived from the foregoing factor
analyses (see factor solutions in Tables 4 and 8). These variables were represented by
regression factor scores. The variables in the regression analysis included Black/nonWhite students, Hispanic students, Asian/Pacific Islander students, Multiracial students,
American Indian/Alaskan Native students, consequences, and special populations, and
greater than or equal to 21 days absent.
The objective of the multiple regression analysis was to use the values of
independent variables to predict a single dependent value (Hair et al., 1998). Multiple
regression analysis was used to analyze the relationship between the dependent variable,
percentage of students who had greater than or equal to 21 days absent, and the
independent variables: Black/non-White students, Hispanic students, Asian/Pacific
Islander students, Multiracial students, American Indian/Alaskan Native students,
consequences, and special populations.
To conduct a multiple regression analysis, certain assumptions were made
regarding the data to be analyzed. The assumptions essential to multiple regression
analysis applied both to the individual variables and their overall relationship. The
assumptions that were to be examined were linearity, heteroscedasticity, independence,
and normality (Hair et al., 1998).
Multiple regression analysis assumes a linear relationship between the
independent variables and the dependent variable (George & Mallery, 2003). The
linearity was initially assessed from an analysis of partial regression plots, scatterplots
and a curve fit table. When plotting curve estimations, the following were selected for
independent variables: Black/non-White students, Hispanic students, Asian/Pacific
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Islander students, Multiracial students, American Indian/Alaskan Native students,
consequences, and special populations. Percentage of students having greater than or
equal to 21 days absent was selected as the dependent variable.
The plots that were generated from the curve estimation included scatterplots and
scattergrams for each independent variable. Partial regression plots were generated to
compare with each of the dependent variables--Black/non-White students, Hispanic
students, Asian/Pacific Islander students, Multiracial students, American Indian!Alaskan
Native students, consequences, and special populations--with the dependent variable of
percentage of students having greater than or equal to 21 days absent. Examination of the
scatterplots, scattergrams, and partial regression plots indicated that linearity was not a
problem (Garson, 2007).
The most fundamental assumption in multivariate analysis is normality.
Normality refers to the shape of the data distribution for individual variables as compared
to the normal distribution (Hair et al., 1998). The simplest diagnostic test for normality is
a visual check of the histogram that compares the observed data values with a distribution
approximating the normal distribution. The histograms for each variable indicated the
data conformed to a quasi-normal curve (Garson, 2007).
Heteroscedasticity exists when the error terms have increasing or modulating
variance (Garson, 2007). The test for heteroscedasticity was accomplished with the
residuals plots. The plots were compared to the standard null plot (Hair et al., 1998). The
results of comparing the residual plots to the standard null plot indicated that
heteroscedasticity was not present.
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The test for independence checks that the predicted values are not related to any
other predictors or they are not sequenced by any variable. The simplest method of
determining independence is by plotting the residuals against any possible sequencing
variables. The plots were compared to the standard null plot (Hair et al., 1998). The test
for independence indicated that there was no violation of independence with the selected
independent variables.
As all the assumptions were met for the data, the regression analysis was
conducted with percentage of students having greater than or equal to 21 days absent
selected as the dependent variable. The independent variables that were selected were
Black/non-White students, Hispanic students, Asian/Pacific Islander students, Multiracial
students, American Indian/Alaskan Native students, consequences, and special
population. The method of entering variables into the regression equation was the enter
method. Enter method is a forced entry option that examines the full regression model in
one step or block (George & Mallery, 2003). The default option of"include constant in
equation" was not selected.
One multiple regression model was produced. The model specified the percentage
of students having greater than or equal to 21 days absent as the dependent variable. The
predictor variables included Black/non-White students, Hispanic students, Asian/Pacific
Islander students, Multiracial students, American Indian/Alaskan Native students,
consequences, and special population. The model had a multiple R of .489, which
showed a substantial correlation between exceptional educational programs and greater
than or equal to 21 days absent. The R-square value of .240 indicated that 24.0% of the
variance of greater than or equal to 21 days absent was explained by factor score for
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American Indian!Alaskan, factor score for Multiracial, factor score for Asian/Pacific
Islander, factor score for Hispanic, factor score for Black/Non-White, factor score for
special populations, factor score for consequences.
The test of null hypothesis output presented in Table 9 indicated a probability of
.019 that the result would occur under the assumption that the null hypothesis of no
correlation was correct (George & Mallery, 2003). As this probability value was less than
.05, the null hypothesis was rejected.

Table 9

Test ofNull Hypothesis - Stage 1
Sum of
Squares

Model

1

Regression
Residual
Total

230.314
731.229
961.543

df

Mean Square
7

32.902

59
66

12.394

F

Sig.

2.655

.019

Note. Predictors: factor score for American Indian/Alaskan, factor score for Multiracial, factor score for
Asian/Pacific Islander, factor score for Hispanic, factor score for Black/Non-White, factor score for
special populations, factor score for consequences.
Dependent Variable: 2:21 days absent.

Regression coefficients for this analysis are shown in Table 10. The model
utilized the factor score for consequences, factor score for special populations, factor
score for Black/Non-White, factor score for Hispanic, factor score for Asian/Pacific
Islander, factor score for Multiracial, and American Indian/Alaskan, with the dependent
variable of percent of students having at least 21 days total absences. Although these
coefficients are useful in determining the actual weights applied to each independent
variable when calculating the regression equation, these values are less useful when
determining the overall contribution of the variable to the actual correlational result,
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especially when the predictors are collinear (Thompson & Borrello, 1985), as is the case
with the present data. Individual variable contributions are more reliably assessed using
regression structure coefficients (i.e., the correlations between each independent variable
and the predicted dependent variable score).

Table 10

Coefficients - Stage 1
Unstandardized
Coefficients
Model
1

Factor score for consequences
Factor score for special
populations
Factor score for Black/NonWhite
Factor score for Hispanic
Factor score for Asian/Pacific
Islander
Factor score for Multiracial
Factor score for American
Indian/Alaskan

B

Std. Error

Standardized
Coefficients
Beta

t

Sig.

1.682
-.079

.792
.565

.441 2.124
-.021 -.140

.038
.889

-.309

.734

-.081

-.420

.676

-.003
-.191

.518
.519

.000
-.050

-.005
-.367

.996
.715

-.689
.188

.494
.434

-.180 -1.394
.049 .433

.169
.667

Note. Dependent Variable: 2::21 days absent.

Correlation Analysis
A correlation analysis was conducted to examine patterns of correlation among all
the original variables included in the regression analysis as well as the predicted
dependent variable score (Y). A correlation is a statistical test to determine the tendency
or pattern for two or more variables to vary consistently. A correlation is frequently
called the Pearson product-moment correlation or the Pearson r. A correlation of+ 1
designates a perfect, positive correlation which indicates that one variable is precisely
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predictable from the other variable. A correlation of -1 designates a perfect, negative
correlation which indicates that one variable is precisely predictable from another
variable in the opposite direction (George & Mallery, 2003). The Pearson r is used as a
structure coefficient in analyzing the relationship between each independent variable and
the predicted dependent variable in a regression analysis (Daniel, Blount, & Ferrell,
1991).
The Pearson correlations in the correlation matrix, Table 11, indicated the
strength of the relationship, and the valence sign indicated the direction. According to
Creswell (2002), a correlation that ranges from 1.201 to 1.351 indicates a slight relationship.
A correlation ranging from 1.351 to 1.651 indicates a moderate relationship. A correlation
that ranges between 1.661 and 1.851 indicates that there is a very strong relationship.
Correlations of 1.861 and above indicate the two variables are measuring the same
underlying trait and should probably be combined. The factor score for consequences had
a Pearson correlation of .440. This indicated that there was a moderate relationship
between the factor score for consequences and percent of students having greater than or
equal to 21 days absent.
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Table 11

Correlation Matrix- Stage]

Y -Hat
Factor score for consequences
Factor score for special populations
Factor score for Black/Non-White
Factor score for Hispanic
Factor score for Asian/Pacific Islander
Factor score for Multiracial
Factor score for American Indian/Alaskan

Y -Hat
1.000
.440
-.062
.247
.004
-.166
-.295
.060

Note. n=67.

In an attempt to determine which variables make up factor score for consequences
that had the greatest degree of association with greater than or equal to 21 days absent, a
correlation analysis was conducted using the variables non-promotion, out-of-school
suspension, expulsion, and in-school suspension. As shown on Table 12 the variable of
non-promotion had a Pearson correlation of .275. Out-of-school suspension had a
Pearson correlation of .518. In-school suspension had a Pearson correlation of .250. This
indicated that there was a moderate relationship between out-of-school suspensions and
percent of students having greater than or equal to 21 days absent. There was only a
slight relationship between percent of students having greater than or equal to 21 days
absent and each of the other consequence variables.
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Table 12

Consequences Correlations- Stage]
>21 days absent
Non-promotions
.275
Expulsions
.086
Out-of-school suspensions
.518
In-school suspensions
.250
>21 days absent
1.000
Note. N=67.

This stage addressed the first and fourth reseach questions. The first reseach
question was to determine if interpretable components could be identified when 20022003 school year group student data characteristics of students from each of Florida's 67
school districts were intercorrelated and factor analyzed using principal components
analysis. The fourth research question was to determine the degree of association of
variables that have been identified as being associated with greater than or equal to 21
days absent. Stage 1 resulted in seven interpretable components of Black/non-White
students, Hispanic students, Asian/Pacific Islander students, Multiracial students,
American Indian/Alaskan Native students, consequences, and special populations. The
interpretable component that had the greatest degree of association with greater than or
equal to 21 days absent was consequences. The variable that had the greatest influence
that contributed to consequences' association with greater than or equal to 21 days absent
was the out-of-school suspension.
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Stage 2

Factor Analysis
The second stage used public domain aggregate data from the Profiles of Florida
School Districts and Florida Information Notes found on the FDOE web site (FDOE,
2008a, 2008b). The information used for analysis included the percentage of students by
school district by grade level, racial/ethnic group, enrollment in the free or reduced lunch
program, enrollment in the exceptional education program, limited English proficiency,
in-school suspension, out-of-school suspension, corporal punishment, non-promotion,
and expulsions for the 2005-06 school year in Florida (FDOE, 2008b). The percentage of
students in Florida who had greater than or equal to 21 days absent for the 2005-06
school year was also used (FDOE, 2008a). The second stage of analysis used the group
data to establish which factors had the greatest association with chronic absenteeism for
the school year 2005-06.
The Florida school districts were entered as case values into SPSS. The
percentage of students by racial/ethnic group by grade level, enrollment in the free or
reduced lunch program, enrollment in the exceptional education program, limited English
proficiency, in-school suspension, out-of-school suspension, corporal punishment, nonpromotion, expulsions, and greater than or equal to 21 days absent within a 180-day
school year were entered as variables. The data were entered into SPSS and created a 67
by 99 matrix. This represented the 67 Florida school districts and 99 student variables.
The factors were divided into two categories. The first category included the
racial/ethnic factors and the second included behavioral consequence and student

99
placement factors. More specifically, the first category included the percentage of
students by race/ethnicity in each grade level from pre-kindergarten through twelfth
grade and students by race/ethnicity receiving free or reduced lunch. The second category
included the percentage of students who were enrolled in the exceptional education
programs, limited English proficiency, had in-school suspension, out-of-school
suspension, corporal punishment, non-promotion, or had been expelled from school. A
factor analysis was conducted on variables within each category to attempt to derive
interpretable components.
A factor analysis was conducted on the first category of data using SPSS. The
descriptives that were selected for factor analysis were initial solution and significance
levels. The student data by racial/ethnic group, grade level, enrollment in the free or
reduced lunch program were assigned as variables.
An exploratory factor analysis was conducted to determine the optimum number
of factors to be extracted to develop interpretable components from the racial/ethnic
variables in Category 1. The options selected to run the factor analysis included
correlation matrix, unrotated factor solution, scree plot, eigenvalues over 1, and
maximum iterations for convergence of25. A scree plot, shown in Figure B3, provided
an indication of how many factors to rotate to a final solution. The factor analysis
resulted in 10 factors that had an eigenvalue that was greater than or equal to 1.0 as
shown on Table 13. The 10 factors with eigenvalues over 1.0 accounted for 90.226% of
the total variance.
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Table 13

Total Variance Explained Using Eigenvalues- Stage 2, Category 1 Variables

Component
1
2
3

4
5
6
7
8
9
10

Initial Eigenvalues
Extraction Sums of Squared Loadings
% of
Cumulative
Total Variance
Total % ofVariance Cumulative%
%
27.142
30.158
30.158
27.142
30.158
30.158
20.383
22.647
52.805
20.383
22.647
52.805
68.748
15.942
14.348
15.942
68.748
14.348
8.538
9.486
78.234
8.538
9.486
78.234
4.067
82.301
3.660
4.067
82.301
3.660
2.350
84.651
2.115
2.350
84.651
2.115
1.649
1.832
86.483
1.649
1.832
86.483
1.382
87.865
1.244
1.382
87.865
1.244
1.199
1.080
1.199
89.064
89.064
1.080
1.162
1.046
1.162
90.226
90.226
1.046

Note. Extraction Method: Principal Component Analysis.

As shown in Table 14, the rotated component matrix from the factor analysis
output represents the factor structure/pattern coefficients and the percentage of variance
for each of the factors. Each break between factors is indicated by the underlined factors
in each column. The matrix showed that 5 of the 10 factors would produce meaningful
interpretable table components. The factors beyond the fifth column were poorly defined
and did not lend themselves to interpretation; thus, the factor analysis was rerun limiting
the number of factors to five.

Table 14

Rotated Component Matrix Using Eigenvalues- Stage 2, Category I Variables

2nd Black
7th Black
1st Black
Black Free/reduced lunch
4th Black
5th Black
12th Black
8th Black
6th Black
KBlack
9th Black
lOth Black
3rdBlack
11th Black
PreKBlack
5th White
11th White
6th White
8th White
7th White
lOth White
4th White
2nd White
3rd White
1st White

1
.983
.983
.981
.980
.978
.974
.970
.968
.965
.965
.963
.953
.952
.946
.828
-.769
-.755
-.747
-.746
-.736
-.735
-.723
-.711
-.710
-.690

2

3

4

Component
5
6

7

8

9

10

-.107

-.129
-.125
.129
-.127
-.147
-.605
-.563
-.631
-.621
-.620
-.580
-.643
-.645
-.652
-.664

-.179 -.139

.137

.295
.163

-.102
-.105
-.165
.121

.113

.140

-.104
-.151
-.106
-.154
101

9th White
12th White
3rd Hispanic
8th Hispanci
2nd Hispanic
7th Hispanic
4th Hispanic
6th Hispanic
5th Hispanic
Hispanic Free/reduced lunch
9th Hispanic
1st Hispanic
KHispanic
11th Hispanic
1Oth Hispanic
12th Hispanic
PreK Hispanic
K White
White Free/reduced lunch
PreK White
7th Asian/Pacific Islander
3rd Asian/Pacific Islander
6th Asian/Pacific Islander
5th Asian/Pacific Islander
1st Asian/Pacific Islander
8th Asian/Pacific Islander
2nd Asian/Pacific Islander
4th Asian/Pacific Islander
9th Asian/Pacific Islander
K Asian/Pacific Islander
1Oth Asian/Pacific Islander

-.686 -.583
-.674 -.549
.992
.991
.990
.990
.988
.987
.982
.981
.980
.979
.975
.957
.954
.949
.741
-.635 -.668
-.453 -.535
-.243 -.422

.121

-.102
.137

.126 .102
.132
.136
-.186
-.217 -.129
-.406 -.259
-.361 -.277
.930 .266
.139 .917 .265
.118 .916 .279
.909 .293
.905 .243
.903 .274
.897 .277
.121 .895 .342
.101 .881 .281
.880 .236
.871 .325

.105

.139

.136

.104

.277

.317
-.102

.385

-.173
.137 -.294 -.163

.181
.384

.136

.113

102

12th Asian/Pacific Islander
Asian/Pacific Islander Free/reduced lunch
11th Asian/Pacific Islander
9th Multiracial
4th Multiracial
6th Multiracial
Multiracial Free/reduced lunch
5th Multiracial
7th Multiracial
8th Multiracial
2nd Multiracial
3rd Multiracial
1st Multiracial
1Oth Multiracial
11th Multiracial
K Multiracial
12th Multiracial
3rd American Indian/Alaskan Native
2nd American Indian/Alaskan Native
5th American Indian/Alaskan Native
8th American Indian!Alaskan Native
6th American Indian!Alaskan Native
1st American Indian/Alaskan Native
4th American Indian/Alaskan Native
7th American Indian/Alaskan Native
9th American Indian!Alaskan Native
K American Indian!Alaskan Native
11th American Indian/Alaskan Native
1Oth American Indian/Alaskan Native
American Indian!Alaskan Native Free/reduced
lunch

.173

-.136
-.114
.143
-.166
-.112
-.150
-.110
-.101

.843
.800
.757
.384
.381
.392
.180
.423
.373
.334
.395
.346
.338
.430
.489
.294
.397

.105
.132
-.146

.199
-.148

.112
-.135
-.173

-.113
-.125
-.162

.281
.172
.215
.836
.832
.826
.825
.819
.819
.810
.806 .108
.779
.775
.751 -.113
.738
.689
.649
.897
-.120 .894
.893
.113 .887
.872
.820
-.173 .806
.213 .805
.752
.743
.730
.670
.108 .639

.282
.182
-.169

.184 -.113
.122 .209

-.149
-.126

-.125

.123
.197 -.220

.123

-.125
.115

-.122

-.123
.239
.166

.102
-.103
.166
.186
.214

-.185
-.101
-.226 -.154
.202
.291
.207
-.183
.411

.131

-.114
.414 .105
.103
.145

.150

-.103
.208

.170 .137
-.147 -.185
-.184 .201
-.103
-.103 -.299
-.310
-.126 -.185
-.523
.429
-.272
.157 .214
.396 -.279
.395 -.433
.209

-.183

.187

.113
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PreK Asian/Pacific Islander
PreK Multiracial
PreK American Indian!Alaskan Native
12th American Indian/Alaskan Native

.155 -.103 .309
-.261 -.105
-.106
-.221 .151 .244

.169 -.100
.148
.170 .394

.809
.719

.122
.761

.136 -.238
.218
.705

Note. Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser normalization. Rotation converged in 8 iterations. Factor
structure/pattern coefficients< 1.101 are intentionally left blank.
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The factor analysis was conducted limiting the extracted factors to five. The
options selected for the factor analysis included correlation matrix, unrotated factor
solution, scree plot, number of factors= 5, and maximum iterations for convergence of
25. The correlation matrix was used to create Table 15, showing the intercorrelations
among all variables. The unrotated factor solution provided data reduction intended for
interpretation of the variables (Hair et al., 1998). Factors were rotated to the varimax
criterion. For purpose of the factor analysis, cases were excluded listwise to handle
missing values.

Table 15

Total Variance Explained Using Five Factors- Stage 2, Category 1 Variables

Initial Eigenvalues
Extraction Sums of Squared Loadings
% of
Cumulative
%
Total % ofVariance Cumulative%
Component Total Variance
27.142
30.158
30.158
30.158
27.142
30.158
1
20.383
22.647
52.805
52.805
22.647
20.383
2
14.348
15.942
68.748
15.942
14.348
68.748
3
8.538
9.486
78.234
9.486
8.538
78.234
4
3.660
4.067
82.301
3.660
82.301
5
4.067
Note. Extraction method: Principal component analysis.

The factor analysis resulted in factors that were associated with students'
racial/ethnic grouping. The five factors accounted for 82.301% of the total variance. As
shown on Table 16, the rotated component matrix from the factor analysis represents the
factor structure/pattern coefficients and the percentage ofvariance for each of the factors.
The minimum acceptable level of factor saliency was assigned at 1.301. After the factor
solution was derived from the rotated component matrix, meaning was assigned to each
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factor based on the pattern of salient factor structure/pattern coefficients. As a result of
the factor analysis, five regression factor scores were saved for the five factors, and
factors were assigned the following labels: Black/non-White students (Factor 1),
Hispanic students (Factor 2), Asian/Pacific Islander students (Factor 3), Multiracial
students (Factor 4), and American Indian/Alaskan Native students (Factor 5).
A second factor analysis was conducted on the student placement/behavioral
consequence variables in an attempt to obtain additional interpretable components.

Table 16

Rotated Component Matrix Using Five Factors- Stage 2, Category 1 Variables
Component

1
7th Black
2nd Black
Black Free/reduced lunch
1st Black
4th Black
5th Black
12th Black
9th Black
KBlack
8th Black
6th Black
lOth Black
3rd Black
11th Black
PreKBlack
5th White
11th White
6th White
8th White
7th White
lOth White
4th White
2nd White
3rd White

2

.982
.981
.979
.978
.976
.972
.969
.965
.965
.963
.961
.951
.945
.943
.833
-.767-.608
-.751 -.568
-.748-.628
-.746-.624
-.734-.619
-.733-.581
-.725-.639
-.712-.645
-.707-.651

3

4

5
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1st White
9th White
12th White
3rd Hispanic
8th Hispanic
2nd Hispanic
7th Hispanic
4th Hispanic
6th Hispanic
5th Hispanic
1st Hispanic
Hispanic Free/reduced lunch
9th Hispanic
KHispanic
11th Hispanic
1Oth Hispanic
12th Hispanic
PreK Hispanic
K White
White Free/reduced lunch
PreK White
PreK Multiracial
7th Asian/Pacific Islander
6th Asian/Pacific Islander
3rd Asian/Pacific Islander
8th Asian/Pacific Islander
5th Asian/Pacific Islander
1st Asian/Pacific Islander
2nd Asian/Pacific Islander
4th Asian/Pacific Islander
K Asian/Pacific Islander
9th Asian/Pacific Islander
1Oth Asian/Pacific Islander
12th Asian/Pacific Islander
Asian/Pacific Islander Free/reduced lunch
11th Asian/Pacific Islander
PreK Asian/Pacific Islander
9th Multiracial
Multiracial Free/reduced lunch
4th Multiracial
7th Multiracial
6th Multiracial
5th Multiracial
2nd Multiracial
8th Multiracial
3rd Multiracial

-.689-.663
-.684-.585
-.672-.552
.993
.992
.992
.992
.991
.989
.985
.983
.982
.980
.979
.955
.951
.946
.734
-.634-.669
-.454 -.544 -.384
-.453
-.304
.912
.906
.903
.893
.893
.892
.881
.874
.871
.858
.846
.836
.805
.740
.344
.352
.342
.325
.358
.391
.349

.311
.316
.302
.314
.334
.278
.313
.377
.270
.325
.367
.316

.847
.844
.843
.837
.836
.833
.828
.822
.801
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1st Multiracial
1Oth Multiracial
11th Multiracial
K Multiracial
12th Multiracial
5th American Indian/Alaskan Native
2nd American Indian/Alaskan Native
3rd American Indian/Alaskan Native
6th American Indian/Alaskan Native
8th American Indian/Alaskan Native
1st American Indian/Alaskan Native
4th American Indian/Alaskan Native
7th American Indian/Alaskan Native
11th American Indian/Alaskan Native
9th American Indian/Alaskan Native
K American Indian/Alaskan Native
American Indian/Alaskan Native Free/reduced lunch
lOth American Indian/Alaskan Native
12th American Indian/Alaskan Native
PreK American Indian/Alaskan Native

.315 .791
.408 .764
.466 .756
.729
.384 .657
.911
.890
.879
.873
.866
.812
.802
.797
.758
.758
.734
.699
.667
.464

Note. Extraction method: Principal component analysis. Rotation method: Varimax with Kaiser
normalization. Rotation converged in 7 iterations. Factor structure/pattern coefficients< 1.301 are
intentionally left blank.

A second factor analysis was conducted on the student placement/behavioral
consequence variables. The factor analysis options selected included correlation matrix,
unrotated factor solution, scree plot, extraction of two and maximum iterations for
convergence of25. Dropouts, exceptional education program, limited English
proficiency, out-of-school suspension, in-school suspension, corporal punishment, and
non-promotion were selected as variables for the factor analysis.
A scree plot, shown in Figure B3, provided an indication of how many factors to
rotate to a final solution. The factor analysis resulted in four factors that had an
eigenvalue that was greater than or equal to 1.0, as shown on Table 17. Any factor that
had an eigenvalue less than 1.0 was rejected. The 10 factors with eigenvalues over 1.0
accounted for 64.493% of the total variance.
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Table 17

Total Variance Explained Using Eigenvalues- Stage 2, Category 2 Variables

Component

1
2
3

4

Initial Eigenvalues
% of
Cumulative
Total
Variance
%
25.403
2.032
25.403
1.268
41.253
15.850
1.155
55.696
14.443
1.024
68.493
12.796

Extraction Sums of Squared Loadings
Total % of Variance Cumulative %
2.032
25.403
25.403
15.850
1.268
41.253
55.696
14.443
1.155
68.493
12.796
1.024

Note. Extraction Method: Principal Component Analysis.

Factors were rotated to the varimax criterion. In the display section, the rotated
solution was selected by default. The varimax rotated solution is displayed in Table 18.
Each break between factors is indicated by the underlined factors in each column. The
matrix showed that two of the four factors would produce meaningful interpretable
components; thus, the factor analysis was rerun limiting the number of factors to two.

Table 18

Rotated Component Matrix - Stage 2

Out-of-School Suspensions
Dropouts
Non-Promotions
Expulsions
In-School Suspension
Corporal Punishment
Limited English Proficiency
Exceptional Education Program

Component
1
2
.783
.725
.696
-.246
.626
.246
.443
.315
.794
-.768

3
-.214
.102
.280
-.415
-.179
-.385
.871

Note. Extraction Method: Principal Component Analysis. Rotation Method: Varimax with Kaiser
normalization. Rotation converged in 5 iterations. Factor structure/pattern coefficients < 1.101 are
intentionally left blank.
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The factor analysis was conducted limiting the extracted factors to two. The
options selected for the factor analysis included correlation matrix, unrotated factor
solution, scree plot, number of factors

=

2, and maximum iterations for convergence of

25.

Table 19

Total Variance Explained Using Two Factors- Stage 1, Category 2 Variables
Initial Eigenvalues
Extraction Sums of Squared Loadings
Cumulative
% of
%
Component Total Variance
Total % of Variance Cumulative %
1
2.262
2.262
28.277
28.277
28.277
28.277
18.044
46.321
18.044
2
1.444
1.444
46.321
Extraction Method: Principal Component Analysis.

The factor analysis resulted in factors that were associated with students'
educational placement/behavioral consequences. The factor analysis output of the total
variance explained, shown in Table 19, accounted for 46.321% of the total variance.
Factors were rotated to the varimax criterion. For purpose of the factor analysis,
cases were excluded listwise to handle missing values. As shown on Table 20, the rotated
component matrix from the factor analysis represents the factor structure/pattern
coefficients and the percentage of variance for each of the factors. The minimum
acceptable factor structure/pattern coefficient saliency level was assigned at

1.401. After

the factor solution was derived from the rotated component matrix, meaning was
assigned to each factor. As a result of the factor analysis, two additional regression factor
scores were saved for the two factors and were labeled consequences (Factor 1) and
special populations (Factor 2). These two factors were virtually identical to the
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interpretable components of consequences and special populations found in stage 1 of the
present study.

Table 20
Rotated Component Matrix Using Two Factors -Stage 2

Out-of-School Suspensions
Dropouts
Expulsions
Non-Promotions
In-School Suspension
Limited English Proficiency
Corporal Punishment
Exceptional Education Program

Component
1
2
.785
.699
.684
.611
___._49_7_ _ __
.832
-.652
-.409

Note. Extraction Method: Principal Component Analysis. Factor structure/pattern coefficients <[.40[ are
intentionally left blank.

Regression Analysis

A multiple regression analysis was conducted to determine the variables that had
the greatest degree of association with percent of students having greater than or equal to
21 days absent. The variables ofBlack/non-White students, Hispanic students,
Asian/Pacific Islander students, Multiracial students, American Indian/Alaskan Native
students, consequences, and special populations were derived from the foregoing factor
analysis (see factor solution in Tables 16 and 20). These variables were represented by
regression factor scores. The variables included in the regression analysis were
Black/non-White students, Hispanic students, Asian/Pacific Islander students, Multiracial
students, American Indian/Alaskan Native students, consequences, and special
populations, and percentage of students having greater than or equal to 21 days absent.
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To conduct a multiple regression analysis, certain assumptions were made
regarding the data to be analyzed. The assumptions essential to multiple regression
analysis applied both to the individual variables and their overall relationship. The
assumptions examined were linearity, heteroscedasticity, independence, and normality
(Hair et al., 1998).
Multiple regression analysis assumes a linear relationship between the
independent variables and the dependent variable (George & Mallery, 2003). The
linearity was initially assessed from an analysis of partial regression plots, scatterplots
and a curve fit table. When plotting curve estimations, the following were selected for
independent variables: Black/non-White students, Hispanic students, Asian/Pacific
Islander students, Multiracial students, American Indian/Alaskan Native students,
consequences, and special populations. Percent of students having greater than or equal to
21 days absent was selected as a dependent variable.
The plots that were generated from the curve estimation included scatterplots and
scattergrams for each independent variable. Partial regression plots were generated to
compare with each independent variable--Black/non-White students, Hispanic students,
Asian/Pacific Islander students, Multiracial students, American Indian/Alaskan Native
students, consequences, and special populations--with the dependent variable of greater
than or equal to 21 days absent. Examination of the scatterplots, scattergrams, and partial
regression plots indicated that linearity was not a problem (Garson, 2007).
The most fundamental assumption in multivariate analysis is normality.
Normality refers to the shape of the data distribution for individual variables as compared
to the normal distribution (Hair et al., 1998). The simplest diagnostic test for normality is
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a visual check of the histogram that compares the observed data values with a distribution
approximating the normal distribution. The histograms for each variable indicated the
data conformed to a quasi-normal curve (Garson, 2007).
Heteroscedasticity exists when the error terms have increasing or modulating
variance (Garson, 2007). The test for heteroscedasticity was accomplished with the
residuals plots. The plots were compared to the standard null plot (Hair et al., 1998). The
results of comparing the residual plots to the standard null plot indicated that
heteroscedasticity was not present.
The test for independence checks that the predicted values are not related to any
other prediction or they are not sequenced by any variable. The simplest method of
determining independence is by plotting the residuals against any possible sequencing
variables. The plots were compared to the standard null plot (Hair et al., 1998). The test
for independence indicated that there was no violation of independence with the selected
independent variables.
As all the assumptions were met for the data, the regression analysis was
conducted with the variable of percentage of students having greater than or equal to 21
days absent selected as the dependent variable. The independent variables that were
selected were Black/non-White students, Hispanic students, Asian/Pacific Islander
students, Multiracial students, American Indian/Alaskan Native students, consequences,
and special population. The method of entering variables into the regression equation was
the enter method. Enter method is a forced entry option that examines the full regression
model in one step or block (George & Mallery, 2003). The default option of"include
constant in equation" was not selected.
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One multiple regression model was produced. The model had greater than or
equal to 21 days absent as the dependent variable. The predictor variables included
Black/non-White students, Hispanic students, Asian/Pacific Islander students, Multiracial
students, American Indian/Alaskan Native students, consequences, and special
population. The model had a multiple R of .444, which showed a moderate correlation
between exceptional educational programs and percent of students with greater than or
equal to 21 days absent. The R-square value of .197 indicated that 19.7% ofthe variance
of greater than or equal to 21 days absent was explained by factor score for American
Indian/Alaskan, factor score for Multiracial, factor score for Asian/Pacific Islander, factor
score for Hispanic, factor score for Black/Non-White, factor score for special
populations, and factor score for consequences.
The test of null hypothesis output presented in Table 21 indicated a probability of
.062 that the result would occur under the assumption that the null hypothesis of no
correlation was correct (George & Mallery, 2003). As this probability value was greater
than .05, the null hypothesis was not rejected.
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Table 21
Test of Null Hypothesis - Stage 2

Model
Regression
Residual
Total

1

Sum of Squares
169.557
691.764
861.321

df
7
59
66

Mean Square
F
24.222 2.066
11.725

Sig.
.062

Note. Predictors: factor scores for special population, factor scores for consequences, factor scores for
American Indian/Alaskan Native students, factor scores for Multiracial students, factor scores for Asian
Pacific Islander students, factor scores for Black/non-White students, factor scores for Hispanic students.
Dependent Variable: 2:21 days absent.

Regression coefficients for this analysis are shown in Table 22. The beta values
were .241 for the factor score for consequences, .1 09 for the factor score for special
populations, .211 for the factor score for Black/non-White students, .061 for the factor
score for Hispanic students, -.14 2 for the factor score for Asian/Pacific Islander students,
-.007 for the factor score for Multiracial students, and -.056 for the factor score for
American Indian/Alaskan Native students. Because the predictor variables were collinear
(Thompson & Borrello, 1985), beta weights were interpreted cautiously, and regression
structure coefficients were computed to examine the contribution of each predictor
variable to the multiple regression results.

Table 22
Coefficients - Stage 2

Model
1 Factor score for Black/non-

Unstandardized
Standardized
Sig.
Coefficients
Coefficients
t
Std.
Error
Beta
B
.761
.492
.211 1.548 .127
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White students
Factor score for Hispanic
.221
students
-.511
Factor score for Asian Pacific
Islander students
Factor score for Multiracial
-2.392E-02
students
-.202
Factor score for American
Indian/Alaskan Native students
Factor score for consequences
.871
.395
Factor score for special
population
Note. Dependent Variable: 2:21 days absent

.683

.324

.747

.514

-.142 -.994

.324

.484

-.007

-.049

.961

.432

-.056

-.468

.642

.241 1.641
.109 .519

.106
.606

.531
.761

.061
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Correlation Analysis
A correlation analysis was conducted to examine patterns of correlation among all
the original variables included in the regression analysis as well as the predicted
dependent variable score ('Y). The variables that were included were the factor score for
consequences, factor score for special populations, factor score for Black/Non-White,
factor score for Hispanic, factor score for Asian/Pacific Islander, factor score for
Multiracial, factor score for American Indian/Alaskan, the dependent variable of percent
of students with greater than or equal to 21 days absent, and the predicted dependent
variable score based on the regression equation.
The Pearson correlations shown in Table 23 indicate the strength of relationship,
and the valence signs indicate the directionality of the relationship. The factor score for
consequences had a Pearson correlation of .367. The factor score of Black/non-White had
a Pearson correlation of .305. This indicated that there was a moderate relationship
between the factor score for consequences and greater than or equal to 21 days absent.
There was a slight relationship between the factor score for Black/non-White students
and percent of students with greater than or equal to 21 days absent.

Table 23
Regression Structure Coefficients - Stage2

Y -Hat
Factor score for Black/non-White students
Factor score for Hispanic students
Factor score for Asian Pacific Islander students
Factor score for Multiracial students

Y -Hat
1.000
.305
-.009
-.239
-.090
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Factor score for American Indian/Alaskan Native student
Factor score for consequences
Factor score for special population

-.017
.367
.085

Note. N=67.

In an attempt to determine which variables make up factor score for consequences
that had the greatest degree of association with greater than or equal to 21 days absent, a
correlation analysis was conducted using the variables non-promotion, out-of-school
suspension, expulsion, and in-school suspension. The Pearson correlation in the
correlation matrix, Table 24, indicated the strength of association, and the valence sign
indicated the directionality of the correlation. Out-of-school suspension had a Pearson
correlation of .405. This indicated that there was a moderate relationship between out-ofschool suspensions and greater than or equal to 21 days absent.

Table 24
Correlation Matrix - Stage2

Y -Hat
Out-of-School Suspensions
In-School Suspension
Expulsions
Non-Promotions

Y -Hat
1.000
.405
.143
.123

.210

Note. N=67.

This stage addressed the second and fourth reseach questions. The second
reseach question was to determine if interpretable components could be identified when
2005-2006 school year group student data characteristics of students from each of
Florida's 67 school districts were intercorrelated and factor analyzed using principal
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components analysis. The fourth research question was to determine the degree of
association of variables that have been identified as being associated with greater than or
equal to 21 days absent. Stage 2 resulted in seven interpretable components ofBlack/nonWhite students, Hispanic students, Asian/Pacific Islander students, Multiracial students,
American Indian/Alaskan Native students, consequences, and special populations. The
interpretable component that had the greatest degree of association with greater than or
equal to 21 days absent was consequences. The variable that had the greatest influence
that contributed to consequences' association with greater than or equal to 21 days absent
was the out-of-school suspension.

Stage 3
The third stage of the present study attempted to determine if factors that were
identified as having the greatest association with percentage of students who were absent
greater than or equal to 21 days for the 2002-2003 school year could be validated across
time for the 2005-2006 school years by comparing the intercorrelated and factors
analyzed group data from Florida's 67 school districts. The third stage of the research
used the results from stage one and stage two to generalize upon the factors that have the
greatest association with percent of students having greater than or equal to 21 days
absent. This stage addressed the third and fourth research questions: if interpretable
components could be identified, to what extent would the interpretable components for
group student data from the Florida's 67 school districts be validated across time for the
2002-2003 and 2005-2006 school years when the data were intercorrelated and factors
analyzed using principal components analysis? Also, what was the degree of association
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of variables that was identified as being associated with greater than or equal to 21 days
absent?
The factors and variables that were used in the first and second stage of this
research were compared to determine the percent of uniformity among factor scores.
These factor scores were used to determine the interpretable components. The
comparison included both the racial/ethnic and the student placement/behavioral
consequences factors used in the factor analysis, regression analysis, and follow-up
Pearson correlations.

Stage 1 and 2 Comparison
The racial/ethnic factor scores were consistent from stage 1 to stage 2. The factors
that were interpreted in both stages were Black/non-White students, Hispanic students,
Asian/Pacific Islander students, Multiracial students, and American Indian/Alaskan
Native students. The variables that composed the factor score for Black/non-White
students for stage 1 included Black students in grades pre-kindergarten through tenth
grade and twelfth grade, Black students receiving free or reduced lunch, Asian/Pacific
Islander students in the fourth grade, and White students in grades kindergarten through
twelfth grades. The variables that composed the factor score for Black/non-White
students for stage 2 included Black students in all grades, Black students receiving free or
reduced lunch, and White students in first through twelfth grades. There were 29
variables that composed the factor score for Black/non-White students. Stage 1 and stage
2 factor scores for Black/non-White students had 26 variables in common. When the
number of variable that were in common compared to the total number of variables there
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was an 89.65% consistency for the factor score Black/non-White students between stage
1 and stage 2.
The variables that composed the factor score for Hispanic students for stage 1
included Hispanic students all grades, Hispanic students on free/reduced lunch, American
Indian/Alaskan Native students in the eleventh grade, White students on free/reduced
lunch, and White students in pre-kindergarten. The variables that composed the factor
score for Hispanic students for stage 2 included Hispanic students all grades, Hispanic
students on free/reduced lunch, White students receiving free/reduced lunch, White
students in kindergarten, and Multiracial students in pre-kindergarten. There were 20
variables that composed the factor score for Hispanic students. Stage 1 and stage 2 factor
scores for Hispanic students had 16 variables in common. There was an 80.0%
consistency for the factor score Hispanic students between stage 1 and stage 2.
The variables that composed the factor score for Asian/Pacific Islander students
for stage 1 included Asian/Pacific Islander students in grades pre-kindergarten through
third and grades fifth through twelfth, and also Asian/Pacific Islander on free/reduced
lunch. The variables that composed the factor score for Asian/Pacific Islander students
for stage 2 included Asian/Pacific Islander students in all grades and Asian/Pacific
Islander students receiving free/reduced lunch. There were 15 variables that composed
the factor score for Asian/Pacific Islander students. Stage 1 and stage 2 factor scores for
Asian/Pacific Islander students had 14 variables in common. There was a 93.3%
consistency for the factor score Asian/Pacific Islander students between stage 1 and stage
2.
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The variables that composed the factor score for Multiracial students for stage 1
included Multiracial students all grades and Multiracial free/reduced lunch. The variables
that composed the factor score for Multiracial students for stage 2 included Multiracial
students in grades kindergarten through twelfth, and Multiracial students receiving
free/reduced lunch. There were 15 variables that composed the factor score for
Multiracial students. Stage 1 and stage 2 factor scores for Multiracial students had 14
variables in common. There was a 93.3% consistency for the factor score Multiracial
students between stage 1 and stage 2.
The variables that composed the factor score for American Indian/Alaskan Native
students for stage 1 included American Indian/Alaskan Native students in prekindergarten through tenth grades and the twelfth grade, and also Black students in
eleventh grade. The variables that composed the factor score for American
Indian/Alaskan Native students for stage 2 included American Indian/Alaskan Native
students in all grades and American Indian/Alaskan Native receiving free or reduced
lunch. There were 16 variables that composed the factor score for American
Indian/Alaskan Native students. Stage 1 and stage 2 factor scores for American
Indian/Alaskan Native students had 13 variables in common. There was an 81.25%
consistency for the factor score American Indian/Alaskan Native students between stage
1 and stage 2.
The non-racial/ethnic factor scores were consistent from stage 1 to stage 2. The
factor scores that were developed were consequences and special populations. The
variables that composed the factor score for consequences for stage 1 included nonpromotion, out-of-school suspension, expulsion, and in-school suspension. The variables
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that composed the factor score for consequences for stage 2 included out-of-school
suspension, dropout, expulsion, non-promotion, and in-school suspension. There were 5
variables that composed the factor score for consequences. Stage 1 and stage 2 factor
scores for consequences had four variables in common. There was an 80.0% consistency
for the factor score consequences between stage 1 and stage 2.
The variables that composed the factor score for special populations for stage 1
included limited English proficiency, dropout, corporal punishment, and exceptional
education. The variables that composed the factor score for special populations for stage
2 included limited English proficiency, corporal punishment, and exceptional education
programs. There were 5 variables that composed the factor score for special populations.
Stage 1 and stage 2 factor scores for special populations had three variables in common.
There was a 60.0% consistency for the factor score special populations between stage 1
and stage 2.
When comparing all the variables that are in common to the total variables, the
overall consistency for the racial/ethnic and non-racial/ethnic factor scores between the
2002-03 school year and 2005-06 school year was 82.5%. This indicates that there was
high consistency between the factor scores over time for the two school years.

Regression/Correlation Analysis
A multiple regression analysis was conducted to determine the variables that had
the greatest degree of association with percentage of students having greater than or equal
to 21 days absent. The variables of Black/non-White students, Hispanic students,
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Asian/Pacific Islander students, Multiracial students, American Indian/Alaskan Native
students, consequences, and special populations served as predictors.
The stage 1 and stage 2 regression analyses indicated that the factor score of
consequences had the greatest association with greater than or equal to 21 days absent.
The factor score for consequences for the 2002-03 school year included non-promotion,
out-of-school suspension, expulsion, and in-school suspension. The factor score for
consequences for the 2005-06 school year included out-of-school suspension, dropout,
expulsion, non-promotion, and in-school suspension.
To determine which variable had the greatest relationship with greater than or
equal to 21 days absent for 2002-03 school year, a correlational analysis was conducted
using the variables non-promotion, out-of-school suspension, expulsion, in-school
suspension, and greater than or equal to 21 days absent from stage 1 analysis. To
determine which variable had the greatest relationship with percent of students having
greater than or equal to 21 days absent for 2005-06 school year, a correlation analysis
was conducted using the variables out-of-school suspension, dropout, expulsion, nonpromotion, in-school suspension, and percent of students having greater than or equal to
21 days absent from stage 2 analysis. Both correlation analyses indicated that out-ofschool suspensions had the greatest relationship with greater than or equal to 21 days
absent.
The factor, regression, and correlation analyses were consistent across the 200203 and the 2005-06 school years. The interpretable components of Black/non-White
students, Hispanic students, Asian/Pacific Islander students, Multiracial students,
American Indian/Alaskan Native students, consequences, and special populations were
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developed and were consistent from stage 1 to stage 2 of the analyses. The variable of
out-of-school suspension demonstrated the greatest relationship with percent of students
having greater than or equal to 21 days absent from school over the 2002-03 and 2005-06
school years. Therefore the factor can be validated across time from stage 1 to stage 2 of
this research.
This third stage addressed the third and fourth research questions that
interpretable components of Black/non-White students, Hispanic students, Asian/Pacific
Islander students, Multiracial students, American Indian/Alaskan Native students,
consequences, and special populations were identified in both stage 1 and 2 for group
student data from the Florida's 67 school districts were validated across time for the
2002-2003 and 2005-2006 school years when the data were intercorrelated and factor
analyzed using principal components analysis. The degree of association was 82.5% for
the variables that were identified as being associated with greater than or equal to 21 days
absent.
Summary
Chapter 4 included results from the analysis of the student data from the factor
analysis, regression, correlation analysis, and analysis of factors across time. Factor,
regression, and correlation analyses were used to obtain a greater degree of generalization
and association among factors that were associated with chronic absenteeism from the
2002-2003 Florida school districts group data. Factor, regression, and correlation
analyses were also used to obtain a greater degree of generalization and association
among factors that were associated with chronic absenteeism from the 2005-2006 Florida
school districts group data. A comparison analysis between the 2002-2003 school year's
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factors associated with students that have the greatest association with greater than 21
days absent and the 2005-2006 school year's factors associated with students that have
the greatest association with greater than 21 days absent was completed. The analysis
between the two school years indicated the factors that were identified as having the
greatest association with students who were absent greater than or equal to 21 days for
the 2002-2003 school year could be validated across time for the 2005-2006 school years
by comparing the intercorrelated and factors analyzed group data from the Florida's 67
school districts. Chapter 5 includes a discussion and recommendations based on the
results of the analyses.
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Chapter 5: Discussion and Recommendations

This study was conducted to identify the risk factors that have the greatest degree
of association with chronic absenteeism of students from Florida public schools. A
summary of the study, a summary of findings, conclusions, and recommendations for
further research and for practice follow.

Summary of the Study
Chronic absenteeism is a problem that has plagued the public school system for a
number of years. The cost of missed days of school can be counted in missed work,
missed participation, and missed opportunities. The chronically absent student falls
behind his/her peers academically which may lead to grade level retention and truancy.
Truancy has been identified as one of the key indicators associated with students in
public schools who drop out of school. Many researchers have attempted to identify
various characteristics of truant or chronically absent students. Those data were reported
in the review of the literature.
The present research identified the risk factors that have the greatest degree of
association with chronic absenteeism in students from Florida public schools. An ex-post
facto quantitative research design was employed. The design was employed to associate
or relate variables to the percentage of students who have had 21 or more absences from

128
school within a 180-day school year. The identification of risk factors was accomplished
in three stages. The first stage used factor analysis to determine if interpretable
components could be identified from the 2002-2003 school year group student data from
the 67 Florida school districts. A regression analysis was conducted on the interpretable
components that had the greatest degree of association with 21 or more days absent for
the 2002-2003 school year aggregate student data from the school districts. A correlation
analysis was conducted to examine patterns of correlation among all the original
variables included in the regression analysis as well as the predicted dependent variable
score.
The second stage used factor analysis to determine if interpretable components
could be identified from the 2005-2006 school year group student data from the 67
Florida school districts. A regression analysis was conducted on the interpretable
components that had the greatest degree of association with 21 or more days absent for
the 2005-2006 school year aggregate student data from the school districts. A correlation
analysis was conducted to examine patterns of correlation among all the original
variables included in the regression analysis as well as the predicted dependent variable
score. The second stage was designed to provide interpretable components to validate the
results from the first stage in the third stage of the research.
The third stage of this research attempted to determine if factors that were
identified as having the greatest association with students who were absent greater than
or equal to 21 days for the 2002-2003 school year could be validated across time for the
2005-2006 school years by comparing the intercorrelated and factors analyzed group data
from Florida's 67 school districts. This stage attempted to determine if the factors
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identified in the first stage of the research were consistent with the second stage of the
research.
During all stages, aggregate student data were used to determine the relationship
among student demographics such as grade level, racial/ethnic group, socioeconomic
status, limited English proficiency, enrollment in the exceptional education program,
disciplinary actions, and chronic student absences in Florida public schools.
The variables that were identified as having the greatest association with students
who were chronically absent were students that had factors that were associated with the
interpretable factor of consequences. The greatest common factor within the interpretable
factor of consequences is out-of-school suspension.

Limitations of the Study
This study was limited by the fact that individual data were not available at the
time the research was conducted. The availability of additional data may have enabled
additional analyses and yielded more specific results. In addition, the issue of out-ofschool suspension certainly impacts chronic absenteeism and there was no way to control
for the variety of ways out-of-school suspension was handled or even recorded across the
school systems from which data were gathered.

Summary of the Findings
The findings of this study corroborated some findings presented in the
professional literature and contradicted others. The following is a restatement of the
research questions and a summary of the findings related to each question.
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Research Question 1

Can interpretable components be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended during
the 2002-2003 school year are intercorrelated and factor analyzed using principal
components analysis? In stage 1 of this research the factors were divided into two
categories. The first category included the racial/ethnic variaables and the second
included non-racial/ethnic variables. The first category included the percentage of
students by race/ethnicity in each grade level from pre-kindergarten through twelfth
grade and students by race/ethnicity receiving free or reduced lunch. The second category
included the percentage of students who were enrolled in the exceptional education
programs, limited English proficiency, had in-school suspension, out-of-school
suspension, corporal punishment, non-promotion, or had been expelled from school.
Separate factor analyses were conducted on each category to derive interpretable
components.
The factor analysis resulted in seven interpretable components of Black/nonWhite students, Hispanic students, Asian/Pacific Islander students, Multiracial students,
American Indian/Alaskan Native students, consequences, and special populations. The
results of stage 1 indicated that interpretable components can be identified when group
student data characteristics of students from each of Florida's 67 school districts that
attended during the 2002-2003 school year are intercorrelated and factor analyzed using
principal components analysis.
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Research Question 2

Can interpretable components be identified when group student data
characteristics of students from each of Florida's 67 school districts that attended during
the 2005-2006 school year are intercorrelated and factor analyzed using principal
components analysis? In stage 2 of this research the variables were divided into two
categories, as accomplished in stage 1. The first category included the racial/ethnic
variables and the second included non-racial/ethnic variables. The first category included
the percentage of students by race/ethnicity in each grade level from pre-kindergarten
through twelfth grade and students by race/ethnicity receiving free or reduced lunch. The
second category included the percentage of students who were enrolled in the exceptional
education programs, limited English proficiency, had in-school suspension, out-of-school
suspension, corporal punishment, non-promotion, or had been expelled from school. As
in stage 1, separate factor analyses were conducted on each category to derive
interpretable components.
The factor analysis resulted in seven interpretable components of Black/nonWhite students, Hispanic students, Asian/Pacific Islander students, Multiracial students,
American Indian/Alaskan Native students, consequences, and special populations. The
results of stage 2 indicated that interpretable components can be identified when group
student data characteristics of students from each of Florida's 67 school districts that
attended during the 2005-2006 school year are intercorrelated and factor analyzed using
principal components analysis.
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Research Question 3

Can factors that are identified as having the greatest association with students who
were absent greater than or equal to 21 days for the 2002-2003 school year be validated
across time for the 2005-2006 school years by comparing the intercorrelated and factor
analyzed group data from the Florida's 67 school districts? The third stage addressed this
research questions and resulted in interpretable components of Black/non-White students,
Hispanic students, Asian/Pacific Islander students, Multiracial students, American
Indian/Alaskan Native students, consequences, and special populations were identified in
both stage 1 and 2 for group student data from the Florida's 67 school districts were
validated across time for the 2002-2003 and 2005-2006 school years when the data were
intercorrelated and factors analyzed using principal components analysis.
The results from stage 1 and 2 were compared to determine the percentage of
consistency between the variables that made up the interpretable components. The overall
degree of association was 82.5% for the variables that were identified as being associated
with greater than or equal to 21 days absent. This would corroborate that the factors that
are associated with greater than or equal to 21 days absent can be validated across time
from one school to another. Stage 3 indicated that factors that are identified as having the
greatest association with students who were absent greater than or equal to 21 days for
the 2002-2003 school year can be validated across time for the 2005-2006 school years
by comparing the intercorrelated and factor analyzed group data from the Florida's 67
school districts.
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Research Question 4
What is the degree of association of variables that have been identified as being
associated with greater than or equal to 21 days absent? The third stage addressed this
research question that interpretable components of Black/non-White students, Hispanic
students, Asian/Pacific Islander students, Multiracial students, American Indian!Alaskan
Native students, consequences, and special populations were associated with greater than
or equal to 21 days absent through factor analyses from stage 1 and 2 of this research.
The first and second stages of this research also identified the interpretable component of
consequences that had the greatest degree of association with greater than or equal to 21
days absent through the regression analyses. The overall degree of association was 82.5%
for the variables that were identified as being associated with greater than or equal to 21
days absent. The correlation analyses from all three stages indicated that the variable of
out-of-school suspension had the greatest degree of influence contributing to
consequences' association with greater than or equal to 21 days absent.

Conclusions
Students miss school for a variety of reasons. Regardless of the reason, the results
are the same, a missed opportunity to learn. Students who have decided to not attend
school do so for a variety of reasons. Some students find that classes are boring,
irrelevant, and a waste of time. Other students indicate that they have negative
relationships with their teachers and fellow students. Security was an issue for some
students, as they did not feel safe at school. Many students had academic issues and have
not felt successful in school (Railsback, 2004). In this current research, the following
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issues were found to be related to poor school attendance, and therefore to chronic
absenteeism: being enrolled in an exceptional education program, having limited English
proficiency, having received in-school or out-of-school suspension, having received
corporal punishment, and having been non-promoted. Race/ethnicity and socio-economic
status were not found to be associated directly with poor school attendance in this study.
The recommendations for further research and for practice that follow are based on the
findings of this research.

Recommendations for Further Study
Out-of-school suspension was found to have the greatest relationship with chronic
absenteeism. Students can receive out-of-school suspensions for a number of reasons.
Out-of-school suspension is usually imposed on a student who has a history of disruptive
behavior or a single act that would warrant the students being separated from the
classroom or school campus environment. The behaviors that would warrant out-ofschool suspensions are dictated by the local school board and the individual school's
principal. Some of the behaviors that could result in out-of-school suspension are
bullying, fist fights, name-calling, forms of harassment, substance abuse, assault, carrying
weapons to school, or murder (Public Schools ofNorth Carolina, 2005). Very few school
systems in Florida have programs to address the behavioral problems of students once
they have been suspended out-of-school. Therefore, the root cause of behavioral problem
continues to be untreated and the behavior continues. Additional research is needed in
this area. For example, research could be completed to investigate the effectiveness of
programs that do exist through which intervention is provided for students (and/or
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families) following out-of-school suspension in order to avoid simply repeating the cycle
of misbehavior and suspension. This could lead to disciplinary procedures that have a
major impact on reducing chronic absenteeism. In addition, research could be conducted
to determine the policies that do exist in this area in an effort to educate and bring about
reform and consistency in reporting at the state level.
Helgestad (2004) questioned the objectivity and fairness of out-of-school
suspension as some groups of students, including male, minority, and academically and
behaviorally challenged students, are suspended in disproportionate numbers. Minority
students, especially, continue to be suspended at rates dramatically higher than their
representation in the general population. There were also questions raised regarding the
relationship between in-school and out-of-school suspension (Blomberg, 2006).
Therefore, research is needed in order identify or develop effective intervention programs
during and following in-school suspension that may lead to a decrease in out-of-school
suspension and chronic absenteeism.
Being enrolled in an exceptional education program was also shown to be
associated with chronic absenteeism. According to FDOE (2004a), students in the
exceptional education programs display a significantly higher rate of absenteeism than
the total student population. In a study of student absences in Broward County Public
Schools from 1998 to the first semester of the 2003-2004 school year, students in the
exceptional education program recorded more absences than their non-exceptional
program peers (Clement, 2004). The current research confirmed that finding. Shannon
and Bylsma (2003), reported that assignment to special education and remedial programs
may actually have a negative impact on some students and their school attendance. Many
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students assigned to these programs find that expectations are lowered, instruction is
fragmented and slowly paced, and class work is quite passive. The interaction of
exceptional education programs and chronic absenteeism is a complex issue because the
range of disabilities of students receiving services is so great. Many students who are
enrolled in exceptional education programs have relatively minor disabilities that do not
necessarily impact school attendance such as speech or language disorders or giftedness.
Many others, however, may have medical complications that cause them to miss many
days of school. Research is recommended that would explore the relationships between
incidences of various disabilities with chronic absenteeism. Such research might result in
more accurate reporting of attendance data. It is also possible that non-medically
involved students who are enrolled in exceptional education programs may be missing
school at higher rates or for reasons not identified in the current or other previous
research. Those reasons should be explored so that the students can be more effectively
served.
Additional research is recommended to address the reasons for students with
limited English proficiency having higher than average absence records. Are their
absences related to lack of academic success, or are they resulting from family or cultural
issues that are not being recognized or addressed by school personnel? Are there
programs in existence that are succeeding in keeping students with limited English
proficiency in school? These are areas of research from which many students and school
systems could benefit.
Non-promotion was also identified as being associated with chronic absenteeism.
A great deal of research exists on the topic of non-promotion. Are Florida's schools
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acting upon the best of that research? Do policies in place in Florida's schools agree with
proven best practices? Are there programs in other states or school districts that have
effectively provided support for students not meeting academic expectations that do not
use non-promotion as a tool? Is there another problem that has not been identified, such
as ineffective use or over-use of standardized achievement test results? These are among
the recommendations for further research in this area.
Finally, Florida is one of a small number of states in which corporal punishment
is allowed by law. The decision is left to the school district. Robinson et al. (2005)
reported that possible side effects of corporal punishment include running away or
truancy, fear ofthe teacher and/or school, high levels of anxiety, feelings ofhelplessness,
humiliation, aggression and destruction at home and at school, and animal cruelty. The
reseachers also asserted that corporal punishment is both ineffective and undesirable.
While the Florida Department of Education (2005b) reported that there has been a
significant decrease in the use of corporal punishment in recent years, it is still an option
in the state and may be impacting school attendance and chronic truancy. Research could
be conducted to compare similar counties or school districts in Florida which have
different policies regarding corporal punishment in an effort to determine the specific
impact of corporal punishment on school attendance.

Recommendations for Practice
Schools have many policies and strategies that are used for stopping and
preventing student behavior problems (Blomberg, 2006). Suspension is documented as
one of the most common interventions for students who act out (Helgestad, 2004).
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Although in the short run the removal of a disruptive student from the classroom
environment may allow the teacher and the remaining students to proceed with their
academic progress, suspension does little to correct the disruptive student's behavioral
problem. For some students who wish not to be in school, out-of-school suspensions may
even reinforce the disruptive behavior (Helgestad). It is recommended that school
systems be monitored and held accountable for providing intervention to students who
have been suspended and to their families in order to reduce repeat suspensions which
may lead to truancy and dropping out of school. So doing may significantly reduce the
incidents of chronic absenteeism related to out-of-school suspension.
It is further recommended that more careful monitoring of in-school suspension

programs and their results in terms of repeat offenders and out-of-school suspensions be
evaluated. Valuable learning time may be easily recovered by providing adequate
resources for students (and families) experiencing in-school and out-of-school
suspensions. These steps alone might improve Florida's truancy problem and may even
have a positive impact by reducing the number of students who drop out of school.
Similar measures are recommended on behalf of students who are placed in
exceptional education programs and programs for students with limited English
proficiency. Local school administrators and multi-disciplinary teams must work with
parents to ensure that adequate placement is achieved and that progress is carefully
monitored, including school attendance. In many cases it may even be appropriate to
include an attendance goal in the IEP if there has been an attendance issue in the past.
Students who do not attend school regularly cannot be expected to make reasonable
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progress, and while it may seem like a small thing, monitoring attendance as an IEP goal
and providing support when needed may make a major difference for many children.
Florida law requires that school districts report unexcused absences at the end of each
school year to the State Department of Education and provide data on programs or
schools that have been developed to serve students who have excessive unexcused
absences (Railsback, 2004). While this seems to be a necessary and worthy requirement,
it seems to be shortsighted. Monitoring of attendance is required by Florida Statute.
Section 1003.26 (1 b) provides,
If a student has had at least five unexcused absences, or absences for which the
reasons are unknown, within a calendar month or 10 unexcused absences, or
absences for which the reasons are unknown, within a 90-calendar-day period,
the student's primary teacher shall report to the school principal or his or her
designee that the student may be exhibiting a pattern of nonattendance. The
principal shall, unless there is clear evidence that the absences are not a pattern
of nonattendance, refer the case to the school's child study team to determine if
early patterns oftruancy are developing. (1b)
The purpose of the statute is to address attendance problems before they become
truancy issues. It is recommended that school systems be monitored and held accountable
for observing and implementing those statutes. So doing may significantly reduce the
incidents of chronic absenteeism related to out-of-school suspension.
Truancy has been identified as one of the key indicators associated with students
dropping out of public schools (Ruebel et al., 2001). The U.S. Department of Education
(2006) reported a 61% increase in truancy cases in a nine-year period. Truancy is most
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certainly a major problem in many school systems throughout the nation. The State of
Florida has a statute in place entitled Dropout Prevention and Academic Intervention.
Section 1003.53(1a) describes, "Programs designed to eliminate patterns of excessive
absenteeism or habitual truancy shall emphasize academic performance and may provide
specific instruction in the areas of career education, pre-employment training, and
behavioral management" (la). Participation in those programs, however, according to the
statute, "shall be voluntary" (la).
It is recommended that school systems, or even state departments of education,

require frequent monitoring of student attendance. This, of course, will require resources
in terms of individuals to perform the monitoring and then the follow-up with students,
teachers, and parents to address and correct the issues that are leading to poor school
attendance. When school attendance problems are addressed early on, however, it may be
possible to reduce chronic absenteeism and increase academic achievement for those
students. Such action will most likely pay for itself by resulting in fewer students
dropping out of school, and more students adequately prepared for post-secondary
education and the work force.

Research Summary
The present research identified variables that have the greatest degree of association
with student chronic absenteeism in Florida public schools. The variables that were
identified as having the greatest association with students who were chronically absent
included students assigned to in-school suspension, out-of-school suspension, exceptional
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educational programs, and who have not been promoted to the next grade. The greatest
common factor is out-of-school suspension.
Chronic absenteeism is a symptom of a greater problem. This problem is that
consequences and programs established to help students remain and function in school
are the indicators for students missing school greater than or equal to 21 days in a school
year. Further research is required identify the unique circumstance for students that have
been assigned to in-school suspension, out-of-school suspension, exceptional educational
programs, and who have not been promoted to the next grade to better address those
students' chronic absenteeism or truant behavior.
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AppendixB
Figure B2

Scree Plot- Stage 1
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Appendix B
Figure B3

Scree Plot- Stage 2
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